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ABSTRACT
School Principals as Leaders in aNew Role

This research study examines the commonalities among school principals and
their role as instructional leaders, their training as school administrators, and their work
experience in schools with high concentration of language minority students of Hispanic
descent.
Ethnography and grounded theory were used as the preferred data collection
methods in an attempt to unveil cultural scenes unique to the informants and their role as
school principals. Informants participated in face-to-face ethnographic interviews, which
made use of unstructured open-ended questions, in an effort to give informants the
opportunity and freedom to openly share their views and experiences from their own
frame of reference. Ethnography also allowed informants to give a more detailed account
of their perceptions, behaviors, and experiences regarding their administration training
programs, their roles as school leaders, and the education of ESLJbilingual students.
The research study focuses on the skills and knowledge groundings that school
principals acquired during their training programs, the knowledge and skills they
developed on the job, and the manner in which these formal and informal learning
experiences served them to provide quality education to limited English proficient
students of Hispanic descent. Lastly, this study explores the conditions, accommodations,
and teaching methodology; principals believe can facilitate the creation and establishment
of positive learning environments for ESLhilingual students.
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CHAPTER I
INTRODUCTION

Statement of the Problem
Public schools throughout New Jersey and the United States reflect a wide variety
of ethnic, cultural, and language backgrounds in its student population. Today 1 in seven
children nationwide speaks a language other than English at home, and 1 in 15 was born
outside the United States. The linguistic and cultural diversity of America's schools has
increased dramatically, ant it is expected to increase even more in the near future (Garcia,
2002).
According to the New Jersey Bilingual Education Department, Office of
Specialized Populations (2007-2008) there are 279,366 language minority students
attending New Jersey public schools, out of whom 61,904 are limited English proficient
(LEP) students, who receive some type of ESLhilingual education services. Besides, out
of the 61 1 New Jersey public school districts, more than 450 serve ESLhilingual
students; 79 offer either full time or part-time bilingual education programs, while the
remaining more than 300 districts offer only ESL services to their ESLhilingual
population. These children are native speakers of more than 150 languages other than
English, Spanish being the top one with 170,710 native speakers. Out of these Spanishspeaking students, 42,317 children are classified as LEP followed by considerably fewer
Korean, Arabic, Portuguese, and French Creole speakers (New Jersey Department of
Education - Bureau of BilingualESL Education, 2007-2008).

As the number of ESLhilingual students increases in New Jersey public schools
and throughout the United States, school principals are faced with new challenges,
demands, and new levels of excellence and expertise in their field as school leaders.
These new demands have become critical and have already steered leader preparation
programs to re-examine the way school leaders are trained to handle new situations in
terms of cultural and language diversity. Many higher education institutions across the
country are, in fact, restructuring and updating their school administration and leadership
programs to incorporate research-based and practice-oriented approaches that respond to
the new and emerging need of accountability, efficiency, effectiveness, and excellence
among the nations' schools (Green, 2005).
However, when it comes to the education of ESLhilingual children and culturally
and linguistically diverse students, it is not clear if school leaders were or are being
trained to come up with new and improved methods to educate this growing student
population (Bartell & Birch, 1993). Researchers and scholars have addressed what school
leaders need to know and do to ensure academic success for their students (Bottoms &
O'Neill, 2001, as cited in Green, 2005) but there is scarce research, even in the
ESLhilingual field, that has focused on school principals, their pre-service administrative
training, and the role they play in the education of ESLhilingual students (Gonzalez,
Huerta-Macias, & Tinajero, 2002).
While the emerging new leadership paradigms incorporate the behaviors, skills,
and experiences school leaders must have to ensure positive educational outcomes for all
students (Green, 2005), little is said about the specialized competencies, knowledge, and
experiences school principals must have to effectively handle the challenges brought

about by the rapid and steady growth of the ESLhilingual student population. As a result,
school principals enter the field unprepared to effectively address the needs of Hispanic
students. They lack the competencies and sometimes the disposition to design and
implement policies and programs that nurture and support ESLhilingual students as they
adjust to a new language, culture, and school system. As Patricia Smiley and Trudy
Salsbeny (2008) put it, "It is hard to lead when you don't know the way" (p.18) with the
implication that school leaders may not be able to bring about change, implement
effective practices, and create responsive learning environments for ESLtbilingual
students, when they do not have the additional skills and competencies needed to do so.
In fact, there are relatively few programs which prepare principals to deal with
bilingual and multicultural issues (Acosta, 1987), and which provide training to minority
bilingual administrators beyond the M.A. level. Even though there is an obvious need for
principals to get specialized
training to design and implement effective educational
programs for ESLhilingual students, the research literature suggests that not much has
been done to prepare school leaders to the realities of today's culturally and linguistically
diverse schools (Farkas et al., 2003; Hale &Mooman, 2003). The emphasis continues to
be on mainstream students, who are both monolingual and English proficient.
Therefore, administration training programs need to expose school leaders to the
research, and the literature that deals with effective programs and practices for
ESLhilingual students. There is also a need to increase school leaders' cultural
awareness and sensitivity towards the education of those who are linguistically and
culturally different from the mainstream core values and ideals; and there is a need to
rethink the manner in which school leaders are trained. Otherwise, we run the risk of

perpetuating the permanence of ineffective practices that have done little to ensure the
educational success of Hispanic students among other minority groups.
In effect, principal's good intents to reach out all students and promote their
educational attainment are hindered by their lack of knowledge, skills, and experience
with ESLhilingual students. Unintentionally, principals promote and support
instructional practices and models which are insensitive to the reality and educational
demands of ESLhilingual students, thus perpetuating their low educational attainment,
increased dropout rate, and the sustained achievement gap between Hispanics and White
students (Garcia, 2001; Kohler & Lazarin, 2007; Stringfield & Land, 2002; U.S.
Department of Education, 2000).
According to the New Jersey Dropout Rates (2006-2007), 9,054 students were
identified as dropouts, out of whom an alarming 1,708 were male Hispanics, and 1,275
were female Hispanics (New Jersey Department of Education, 2008). At the national
level, the figures are much more distressing. The National Center for Educational
Statistics (2008) reported that Hispanics represent 22% of the nation's students who
dropped out and have not earned a high school diploma or equivalent degree, while
Blacks represent a 10.9%, and Whites only a 6.3%. These figures certainly demand that
measures are taken to prevent the increasing dropout rate of Hispanic students throughout
America's schools.
The development and implementation of the Interstate School Leader Licensure
Consortium Standards (ISLLC) among other reform initiatives, has been an extremely
important first step to improve the training of school principals and the quality of
education in today's schools (Hess, 2003). However, little can be done to advocate,

nurture, and sustain effective instructional programs for ESLhilingual students if those in
charge lack the knowledge and skills necessary to effectively address the educational,
social, and emotional needs of these students. Therefore, it seems sensible to rethink and
re-conceptualize the preparation and training of hture school principals, and other top
school and district level administrators, who can certainly make a difference in the
education of ESLhilingual students by promoting culturally responsive learning
environments.

Purpose of the Study
Throughout the research literature on school leadership and management, the
school principal has been consistently highlighted as a catalyst for school effectiveness,
improved teaching and learning, and sustained student achievement. However, not much
has been said on school principals and their role when it comes to educating culturally
and linguistically diverse students. There is in fact, limited research on the competencies,
knowledge, and experiences school principals actually need to create and establish
culturally and linguistically responsive learning environments for ESLhilingual students.
Therefore, this ethnographic research study set on a quest to investigate the
commonalities among school principals and their role as instructional leaders, their
training as school administrators, and their work experience in schools with high
concentration of ESLhilingual students of Hispanic descent. The study attempts to
identify the knowledge, skills, and performance indicators current school principals
received during their administrative-trainingprograms, and the extent to which these
learning experiences served them to effectively address the challenges posed by

culturally and linguistically diverse schools. The research study also attempts to identify
the skills, knowledge, and experiences that these school principals needed to develop on
the job, and the manner in which, they address and solve conflicts related to the education
of language minority students. Finally, the study intends to uncover the leadership
competencies, and character traits that facilitate their work as school leaders in diverse
schools, and the conditions and accommodations necessary to establish culturally
responsive learning communities.

Research Questions
The fundamental aspects of this study were captured in a set of research questions
which are put forward below, and which provided guidance, unity, and direction to the
study.

1.

What knowledge, skills, and experiences regarding the education of

ESLhilingual students did school principals receive during their leadership and
administration training programs and which ones they acquired on the job?
2.

What competencies, knowledge, and experiences do principals

recommend training programs should offer to effectively prepare aspiring principals to
face the challenges posed by culturally and linguistically diverse student populations?
3.

What competencies and character traits make school principals effective

leaders and managers in schools with high concentration of language minority students?

4.

What conditions do school principals need to ensure to facilitate the

creation and establishment of positive learning environments for ESLhilingual students?

Research Design
The qualitative and exploratory nature of the research study was instrumental in
determining the research methodology. Ethnography and grounded theory were used as
the preferred data collection methods in an attempt to unveil cultural scenes unique to the
informants and their role as school principals. Informants participated in in-depth and
face-to-face ethnographic interviews, which made use of unstructured open-ended
questions in an effort to give informants the opportunity and freedom to openly share
their views from their own frame of reference. This also allowed informants to give a
more detailed account of their perceptions, behaviors, and experiences regarding their
administration training programs, their roles as school leaders, and the education of
ESLhilingual students.

Significance of the Study
Despite the abundant research literature on school leadership and the central role
that the school principal plays in school effectiveness and student achievement, there is
not much written on the role that the school principal plays in the education of culturally
and linguistically diverse students. Indeed, there is scarce research on what school
principals need to know and be able to do in order to be effective leaders in today's
culturally diverse schools; and what type of preparation they need in order to enter the
field well equipped to face the challenges posed by language minority students
Additionally, there is an impending need to restructure and redesign the
traditional administration training programs, so that aspiring principals and administrators
are better prepared to effectively address the particular needs of a changing student

population in terms of culture and language diversity. This study is significant in that it
investigates the culture of school leaders, their administrative training, and their
experience with ESLhilingual students. It also attempts to identify the competencies,
knowledge, and experiences school principals need in order to create and establish
positive leaning environments for language minority students.
Learning about what school principals have to say about their training as school
administrators, the demographic changes schools and society are going through, and their
work experience in schools with high concentration of ESLhilingual students, can be one
small but significant step to address the issues that current school leaders are faced with
when educating non-mainstream student populations. Understanding what aspiring
principals learn during their training programs, what they lean on the job, and how they
deal with issues related to diversity and the education of language minority students can
certainly contribute to fill in the gaps in the existing body of knowledge and research on
school leadership and ESLhilingual education.
Thus, this research study is expected to contribute to the general body of
knowledge in the leadership field by inspiring educational institutions to reconsider, reexamine, and re-structure their current leadership training programs by incorporating
research-based and practice-oriented approaches that address the educational, social, and
emotional needs of ESLhilingual students. In addition, the study might give new insights
and perspectives to school district administrators responsible for hiring personnel. A
better understanding of what skills and experiences work best for language minority
students, will allow district administrator to select school principals, who show great
leadership potential, and who have been specifically trained in the organization and

implementation of educational programs for diverse student populations (Herrity, 1996).
Consequently, being able to hire appropriate leaders will give ESLibilingual students
greater opportunities for meaningful learning experiences.
Finally, the research study may provide current school principals and
administrators with an opportunity to reflect on their own professional practice as school
leaders in multicultural learning communities. In an era of high-stakes accountability and
renewed challenges to educate all students, it seems reasonable to alert current school
leaders of the theory and practice behind ESLibilingual education which can assist them
when creating, developing, and implementing instructional programs, organizational
models, instructional strategies, and curricula for culturally and linguistically diverse
students. It may also alert school administrators of gaps in their training, and it may
prompt them to seek professional development in weak performance areas so that they
gain insights and better understanding of the factors and conditions that facilitate and
promote teaching and learning for language minority students.

Organization of the Study
This research study is organized into five chapters. Chapter I states the research
problem, the purpose of the study, the research questions, and the significance of the
study. It also provides a brief account of the research design, the organization of the
study, and a section that provides the definition of terms used in the study.
Chapter I1 presents a review of the literature on school administration training
programs. It provides a rationale for change and discusses the changing role of the school
principal in an era of high stakes accountability systems. It also reviews the

characteristics of effective administration training program, and the literature on effective
leadership.
Chapter I11 provides a detailed description of the research design in terms of
methodology, informants, data collection, classification, and analysis.
Chapter IV presents the research findings in four main sections. Section A
provides a profile of the informants and their schools. Section B presents the research
findings regarding the experiences school principals had during their administration
training programs, and the learning that took place on the job. Section C presents what
principals believe may improve the training of aspiring principals. Section D focuses on
the leadership competencies and character traits that facilitate school principals' role as
effective leaders; and section E unveils the conditions and accommodations needed to
create and establish positive learning environments for ESLIbilingual students.
Chapter V discusses the result of the study and makes relevant recommendations
for administration training programs and school administrators.

Definition of Terms
The following words and terms, when used in this research study will have the
following meanings unless the context clearly indicates otherwise.
ACCESS: ACCESS stands for Assessing Comprehension and Communication in

English State-to-State for English language learners. It is a standards-based, criterion
referenced English language proficiency test designed to measure English language
learners' social and academic proficiency in English. It assesses social and instructional

English as well as the language associated with language arts, mathematics, science, and
social studies within the school context across the four language domains.
Accommodations: Adapting spoken or written language to make it more

comprehensible to LEP students. It also implies providing human and material resources
to support and facilitate teaching and learning for ESL/bilingual students (National
Clearinghouse for English Language Acquisition [NCELA], 2008).
Bicultural: An individual that identifies with and relates to the cultures of two

different language groups. It is worth noticing that being bicultural does not necessarily
mean being bilingual, and vice-versa (NCELA, 2008).
Bilingual educationprogram: A full-time program of instruction in all those

courses or subjects which a child is required by law or rule to receive, given in the native
language of the limited English proficient students enrolled in the program and also in
English; in the aural comprehension, speaking, reading, and writing of the native
language of the limited English proficient students enrolled in the programs, and in the
aural comprehension, speaking, reading and writing of English; and in the history and
culture of the country, temtory or geographic area which is the native land of the parents
of limited English proficient students enrolled in the program, and in the history and
culture of the United States (New Jersey Department of Education, 2008).
Bilingual Education: A method of instruction that allows students to learn

academic concepts in their native language while they gradually pick English
communication and academic skills.

Biliteracy: The ability to effectively communicate or understand thoughts and

ideas through two languages' grammatical systems and vocabulary, using their written
symbols (Hargett, 1998, as cited in NCELA, 2008).
Culturally responsive education: Culturally responsive education exhibits a curriculum

that reflects the cultural, ethnic, and gender diversity of society, and the practices that
build on the students' prior knowledge, culture, and language. It also promotes schoolwide beliefs and practices that foster understanding and respect for cultural diversity, and
celebrate the contributions of diverse groups.
Culture: Shared values, understandings, symbols, and practices of a group of

people.
Dual languageprogram/dual immersion: Also known as two-way immersion or

two-way bilingual education, these programs are designed to serve both language
minority and language majority students concurrently. Two language groups are put
together and instruction is delivered through both languages. For example, in the US,
native English-speakers might learn Spanish as a foreign language while continuing to
develop their English literacy skills and Spanish-speakingELLSlearn English while
developing literacy in Spanish. The goals of the program are for both groups to become
biliterate, succeed academically, and develop cross-cultural understanding (Howard,
2001, as cited in NCELA, 2008).
Early-exit bilingual education: A form of transitional bilingual education in which

children move from bilingual education programs to English-only classes in the first or
second year of schooling (Baker, 2000, as cited in NCELA, 2008).

English as a second language (ESL)program: A daily developmental second

language program of up to two periods of instruction based on student needs which
teaches aural comprehension, speaking, reading and writing in English using second
language teaching techniques, and incorporates the cultural aspects of the students'
experiences in their ESL instruction (New Jersey Department of Education, 2008).
English Language Learner (ELL): A new label used to refer to LEP or ESL

students. It is used to refer to students who qualify for ESL services.
English language services: Services designed to improve the English language

skills of students of limited English proficiency.
English-only: A mainstream class for native English speakers, where all

instruction is provided through English with no accommodations or special assistance for
LEP students (NCELA, 2008).
ESWbilingual students: In the context of the research study, ESLibilingual

students are students who are limited English proficient and qualify for ESLibilingual
services.
Ethnicity: It refers to a group of people distinguished primarily on the basis of

cultural and national origin characteristics.
First language (Ll): The language one learned first and in which one has

established the first long-lasting verbal contacts. It may also refer to the language one
identifies withlas a native speaker of.
High concentration of ESMilingual students: In the context of the research study,

a high concentration of ESLibilingual students refers to school whose student population
is 10% or more Hispanic.

Hispanic: A Spanish-speaking person of Latin-American origin who lives in the
U.S. Language minority students: students whose language community is different from
the dominant language group. In the U.S., a language-minority student may be bilingual,
limited-English proficient, or English monolingual (Lessow-Hurley, 1991).
Latino: A person of Latin-American or Spanish-speaking descent living in the
United States.
Learning community: A group of people who share common values and beliefs,
and who are actively engaged in learning together from each other.
Limited English proficient (LEP) students: Students from prekindergarten
through grade 12 whose native language is other than English and who have sufficient
difficulty speaking, reading, writing or understanding the English language as measured
by an English language proficiency test, so as to be denied the opportunity to learn
successhlly in the classrooms where the language of instruction is English. This term
means the same as limited English speaking ability (Bilingual Education Code, New
Jersey Department of Education, 2008).
Mainstream classroom: Classrooms where instruction is delivered in English to
native or fluent speakers of English, and where no accommodations are made for LEP
students.
Mother tongue: The language a speaker acquires fiom its caregivers and family
from birth and the language toward which the person has the more positive attitude and
affection (Baker, 2000, as cited in NCELA, 2008).It is also referred as native language.
Multicultural education: Multicultural education is a process of comprehensive
school reform and basic education for all students. It challenges and rejects racism and

other forms of discrimination in schools and society and accepts and affirms the
pluralism (ethnic, racial, linguistic, religious, economic, and gender, among others) that
students, their communities, and teachers represent. Multicultural education permeates
the curriculum and instructional strategies used in schools, as well as the interactions
among teachers, students, and parents, and the very way that schools conceptualize the
nature of teaching and learning. Because it uses critical pedagogy as its underlying
philosophy and focuses on knowledge, reflection, and action (praxis) as the basis for
social change, multicultural education promotes the democratic principles of social
justice (Nieto, 1996).
Native language: The language a person acquires first in life, or identifies with as

a member of an ethnic group (Baker, 2000, as cited in NCELA, 2008).
Pull-out ESL: A program in which LEP students are "pulled out" of regular,

mainstream classrooms for special instruction in English as a second language (Baker,
2000 as cited in NCELA, 2008).
School climate/culture: The school's established beliefs, expectations, values,

tradition, goals, and mission.
Second language (L2): Any language learned after the first language or mother

tongue.
Second language speaker: Native language speaker who communicates in any

other language(s) to a degree of proficiency.
Sink or swimprograms: Programs in which non-native English speakers are

placed in mainstream classrooms where the academic program is imparted in English

only, leaving the students to s w i v e on their own without any support to facilitate the
learning and the transfer of knowledge from their native language into English.
Subtractive bilingualism: School learning environments where students' first language

and culture are likely to be replaced by the mainstream language and culture. Subtractive
bilingualism is associated with ESLhilingual students' lower self-esteem and loss of
cultural or ethnic identity (NCELA, 2008).
Transitional Bilingual Program: a program designed to help non-native speakers

to master English in order to mainstream them into the regular school curriculum, while
teaching them subject matter in their native language to ensure they do not lag behind in
their academics. The ultimate goal of these transitional models is not to preserve the
students' native language, but to teach them enough English to allow them to attain a
successfi~leducation in the mainstream program.

CHAPTER I1
REVIEW OF THE LITERATURE

Introduction

Jane Webster and Richard Watson (as cited in Levy & Ellis, 2006) defined an
effective literature review as one that "creates a firm foundation for advancing knowledge
because it facilitates theory development, identifies areas where a plethora of research
exists, and uncovers areas where research is needed (p.2). On this premise, this chapter
intends to provide a solid theoretical foundation and rationale for the present study on
school principals, their training, their experience with ESLhilingual students, and the
conditions and factors that promote culturally responsive learning environments for these
students in today's schools. While there is increasing research on how principals
influence school effectiveness, little is known about how to help principals develop the
capacities that make a difference in school effectiveness and student achievement. In an
effort to understand the existing body of knowledge on leadership preparation, and the
effective education of language minority students, this review summarizes the findings of
previous research on principal preparation programs, and the role that school principals
play in the establishment of effective learning environments.
The review of the literature related to the topic under investigation opens up with
a rationale for the need to reform and re-structure current leadership training programs,
and it is followed by a review of the literature on the changing role of the school principal
in an era of heightened accountability systems. The next section discusses the

characteristics of effective leadership training programs and the literature on effective
leadership. The chapter ends with a conclusion that supports the need to cany out this
research study, whose findings may contribute to the already existing research and
literature on school principals and leadership training programs.

Principal Training Programs: A Rationale for Change
The need to incorporate research-based and practice-oriented approaches that
respond to the new and emerging need of accountability, efficiency, effectiveness, and
excellence among the nations' schools has led many higher education institutions across
the country to restructure and update their school administration and leadership programs
(Green, 2005). The escalating numbers of academically challenged students, the rapid
change in schools' demographics, and the alarming dropout rate of minority students
have also obligated higher education institutions to reconsider and rethink the way they
prepare school principals.
The National Policy Board for Educational Administration [NPBEA] stated that
every educational reform report of the last decade concludes that the United States cannot
have excellent schools without excellent leaders (NPBEA, 2002). School leadership
administration training programs across the nation are confronted with the pressing task
to develop competent and effective school leaders who are capable of facing the
challenges of today's changing schools. Margaret Terry Orr (2003) suggests that this can
only be achieved by making certain the new conditions facing school leaders are reflected
in redesigned preparation programs and certification programs across the nation.

Similarly, Theodore Kowalski (2004) has stated that substantial reforms in
administrator preparation, program accreditation, and state licensing standards need to
take place if school principals are to be prepared to make a difference in America's
schools. Elizabeth Hale and Hunter Moorman (2003) noted that traditionally, collegeand university-based educational leadership programs have emphasized management and
administrative issues over cumcular and instructional issues. They also pinpointed that as
the jobs of school principals and other educators have changed dramatically in the last
decade, it appears that neither organized professional development programs nor formal
preparation programs based in higher education institutions have adequately prepared
those holding these jobs to meet the priority demands of the 21" century, namely,
improved student achievement (The National Institute on Educational Governance,
Finance, Policymaking and Management, 1999, as cited in Hale & Moorman, 2003).
There is in fact a profound disconnect between pre- and in-service training, the current
realities and demands of the job; and the capacity of school leaders to be instructional
leaders in spite of the fact that teaching and learning have taken the front row in the list of
skills the school principal is expected to have (Hale & Moorman, 2003).
Along these lines, Larry Lashway (1998) noted that principals require new forms
of training to handle the demands of today's schools since they are faced with new roles
and heightened expectations. He also added that university preparation programs are
coming under increased scrutiny to come up with programs that prepare school leaders to
effectively deal with the challenges of the 21" century (Lashway, 1998). Indeed, the
demands of the principal's job have changed so much so that traditional methods of
preparing administrators are no longer adequate to meet the leadership challenges posed

by public schools (Elmore, 2000; Levine, 2005; Peterson, 2002). The National
Commission for the Advancement of Educational Leadership Preparation (NCAELP)
concluded that principal candidates and existing principals are often ill prepared and
inadequately supported to organize schools to improve learning while managing all of the
other demands of the job (Levine, 2005; Young, 2002). The Southern Regional Education
Board (SREB, 2007) suggested that state policies and strategies intended to promote the
redesign of principal preparation programs have produced only marginal improvements.
The SREB further noted that "in an age of high-stakes accountability, too many
university-based principal preparation programs still are offering a last-century
curriculum overloaded with courses on management and administration" @.5) when they
should spend more time helping aspiring principals develop the competencies they need
to lead a team of highly skilled and motivated teachers (SREB, 2007).

In addition, Barnett (2004) sustains that a systemic overhaul in leadership
preparation programs must occur if principals are to meet the new challenges and
expectations. He also states that the framework around which leadership programs must
be built should promote the formation of stronger ties between public education and
universities; provide authentic and on-going school-based experiences and less emphasis
on management; and more emphasis on instructional leadership. Arthur Levine (2005)
stressed that America faces the challenge of retooling the performance of principals and
superintendents, while effectively preparing a new generation of school leaders to take
their places. Levine also stated that despite the existence of some strong programs around
the country, educational administration is weak in its standards, curriculum, staffing, the

caliber of its student body, and scholarship, thus failing to provide the skills and
knowledge; school principals really need (Levine, 2005).
Larry Lashway (2003) further noted that principal-preparation programs are
ineffective so much so that if principal training programs were movies, the reviews would
be unanimous: "two thumbs down." Joseph Murphy (2001) has described the traditional
training program approaches for school administration and leadership as "bankrupt,"
"seriously flawed," and "wanting in nearly every aspect."
Several other researchers and scholars in the educational field have also joined in
the criticism and added fuel to the bad reputation of administration training programs.
Farkas et al. (2001), for example, concluded that 69% of principals and 80% of
superintendents believed that typical leadership programs "are out of touch with the
realities of what it takes to run today's school districts" (p.39).
Likewise, other scholars have accused school administration and leadership
programs of being out of touch with the real-life, day-to-day demands with which school
principals are confronted, particularly those who take positions in urban districts
(Fenwick, 2000; Hess, 2003; Thomas B. Fordham Institute, 2003). Gary Hoachlander et
al. (2001) observed that the general public contends that university-based educational

leadership and administration programs are unfamiliar with the myriad problems
affecting today's schools. Many others sustain that the skills, knowledge, and experience
that aspiring principals receive during their school leadership preparation programs is
"troubling" because it does not prepare them to the demands of the job (Grogan &
Andrews, 2002; Hale & Moorman, 2003; Peterson, 2002).

Joseph Murphy (2001) further observed that too often training programs and
professors fail to create a bridge between theory and practice. In addition, Arthur Levine
(2005) stated that the typical course of study for the principalship has little to do with the
job of being a principal. He highlighted that theory not only overshadows practice but it
also is disconnected from academic instruction. He pointed out that education in principal
training classrooms appears to be a "nearly random collection of courses" (p.27) which
eclipses instruction in actual school settings.
Indeed, Hale and Moorman (2003) stated that the general consensus among
researcher and practitioners in the field is that principal preparation programs, with a few
notable exceptions, are too theoretical and totally unrelated to the daily demands of
today's schools. They also noted that the course work in administration training program
is poorly sequenced and organized; the clinical experiences are inadequate or nonexistent; and the students do not have mentored opportunities to develop practical
understanding in real-world settings (Hale & Moorman, 2003).
Further, Frederick Hess (2003) stated that many leaders entrusted with leading
today's schools are licensed to works as school principals but they lack the competencies
to practice the art of leadership in an effective manner (Green, 2005; Hess, 2003). The
reason for this is not a lack of competence or capability but a lack of appropriately
developing the skills necessary to deal with the challenges of our everyday more complex
changing schools, in terms of diversity, socioeconomic demands, and accountability
issues. On this note, Davis, Darling- Hammond, LaPointe, and Meyerson (2005)
observed, "The processes and standards by which many principal preparation programs

traditionally screen, select, and graduate candidates are often ill-defined, irregularly
applied, and lacking in rigor" (p.4).
As a result, educational administration programs graduate an increasing number
of certified school leaders on the basis of their performance on academic coursework
rather than on a comprehensive assessment of the knowledge, skills, and dispositions
needed to successfully lead schools (NCATE, 2002). In spite of the fact that these
principals are certified they may not be equipped for the shifting role of the principal
from manager to effective instructional leader (Davis et al., 2005).
John Norton (2002) wrote that reform initiatives in current administrative training
programs at the university level has been slow, and that the faculty in charge of these
programs is not always well-connected with the field; and are sometimes complacent or
take a laissez-faire attitude about adopting standards. Richard Elmore (2002) has
remarked that setting the ground for a standard-based accountability system requires a
new type of school leader. Administration training programs must ensure aspiring
principals receive both the skills and knowledge to be manage standard-based school
reform (Elmore, 2002), and to be effective instructional leaders, who can increase student
achievement (Hale & Moorman, 2003; Hess, 2003; Waters, Marzano, & McNulty, 2003).
Bringing about systematic school reform and improved student scores is certainly
a challenge for school leaders because school principals are being asked to perform tasks
and assume responsibilities, they never had to take care of before (Elmore, 1999). School
principals need to be prepared to do their work differently. They need new skills,
knowledge, and experiences that assist them to rebuild the organization of schooling, and
make it accessible to all students (Elmore, 2002).

The Changing Role of the School Principal
The literature on school leadership and administration is replete with examples of
how the role of today's school leaders has dramatically changed from that of a manager
to an instructional leader (Lockwood, 1996; Fink & Resnick, 2001 ; DuFour, 1999;
Hallinger & Heck, 1998, as cited in Barnett, 2004). Davis, Darling- Hammond, LaPointe,
and Meyerson (2005) noted that the role of school principals has swelled to include a
staggering array of professional tasks and competencies that they did not have before.
Among the new expectations and demands, school principals are expected to be
educational visionaries, instructional and curriculum leaders, assessment experts,
disciplinarians, community builders, public relations/communications experts, budget
analysts, facility managers, special programs administrators, as well as guardians of
various legal, contractual, and policy mandates and initiatives (Davis et al., 2005).
Similarly, the Institute for Educational Leadership (2000) stated that schools of the 21S'
century require a new kind of school principal. This new breed of educational leaders
must be prepared to serve as leaders for student learning. They are expected to know
about teaching and learning, academic content, and pedagogical techniques that enhance
student attainment (Bottoms & O'Neill, 2001).
School principals must have the ability to work with teachers and strengthen their
skills and professional development. At the same time, they must collect, analyze and use
data in ways that fuel excellence, and drive decision-making processes. School leaders
are also expected to promote shared leadership among educators, community partners and
residents; and they must demonstrated commitment to the conviction that all children will

learn at high levels; and they must be able to inspire others inside and outside the school
building with this vision (Institute for Educational Leadership, 2000).

Arthur Levine (2005) asserted, "School principals are being called on to lead in
the redesign of their schools and school systems" (p.12). In an outcome-based and
accountability driven era, school principals are expected to lead their schools in the
"rethinking of goals, priorities, finances, staffing, cuniculum, pedagogies, learning
resources, assessment methods, technology, and use of time and space" (p.12). School
leaders are also expected to "recruit and retain new and veteran staff members to
understand and become comfortable with an education system undergoing dramatic and
continuing change;" (p.12) and they need to "prepare parents and students for the new
realities and provide them with the support necessary to succeed" (p.12). All this can only
be achieved if school leaders are able to engage themselves in continuous evaluation and
school improvement, while they create a sense of community, and strengthen morale in a
time of transformation (Levine, 2005).
Gene Bottoms, Kathy O'Neill, Betty Fry, and David Hill, in a document prepared
to the Southern Regional Education Board (2001) exhorted the states to take "luck" out of
the process and to establish a leadership development system that produces principals
who: "understand which school and classroom practices improve student achievement;
know how to work with teachers to bring about positive change; support teachers in
carrying out instructional practices that help all students succeed; and can prepare
accomplished teachers to become principals" ('.I). In addition, while principals are
expected to be effective knowledgeable instructional leaders, they are still expected to
function as the school's business manager, liaison to the district office, spokesperson to

the community, legal expert, and disciplinarian (Davis et al., 2005). Back in 1992, Robert
Bookbinder had already stated that a new breed of school principals was needed to
effectively and productively orchestrate and lead the restructuring, renewal, and reforms
in education. He also indicated that school principals' preparation and professional
development programs should focus on the areas of content knowledge, skills, and
leadership ability proven to make a difference in the schools (Bookbinder, 1992).
Foremost, Roland Barth (2001) noted that principals also must be able to permit
and encourage teachers to exercise leadership outside the classroom, select textbooks and
instructional materials, design staff development programs, and evaluate teacher
performance among other responsibilities and functions (Barth, 2001). Today's principals
must become the interpreters of new laws, program managers, instructional leaders, and
transformational leaders (Barnett, 2004) considering that the demands of the job have
changed so much that traditional methods of preparing school principals no longer equip
them to face the realities of today's schools (Dilworth & Thomas, 2001; Elmore, 1999;
Peterson, 2002).
The Southern Regional Education Board (2007) stated that the increasing
demands and expectations for improved student performance require principals to
become strategic leaders, capable of tracking external trends, facilitating the creation of
instructional processes to improve student learning, and monitoring outcomes (SREB,
2007). As a matter of fact, the social and educational demands of the 21" century call for
school principals who understand how students learn, and what they need to achieve high
levels of educational attainment. Today's schools demand principals who can provide
teachers with the leadership and support they need to help students gain the skills,

knowledge, and experiences they need to succeed in a globalized and highly competitive
world (SREB, 2007). In other words, principals need to simultaneously use big-picture
thinking and practical intervention strategies to move their school organizations in
positive directions (Barnett, 2004).
Hurwitz (2002) noticed that the difficulty of leading is further complicated by the
shifting nature of the principal's role itself. Today's principals need the ability to
combine traditional site management (Cuban, 1988) with insightful instructional
leadership (Supovitz & Poglinco, 2001). They need the ability to keep a balance between
solo actions and decision making with distributed management and shared leadership.
They need to foster a culture that is safe and supportive yet willing to take risks and
embrace change (Bennett, 2002). The "job" of school principal has evolved into an
overwhelming, hydra-like phenomenon that requires knowledge and skills that many
school principals simply do not have (Grosso de Leon, 2006). They are overwhelmed by
an astounding assortment of responsibilities and expectations without corresponding
authority over basic issues such as hiring and firing, school budgets, curriculums,
bonuses, and training (Grosso de Leon, 2006).
School principals find themselves in new, more collaborative roles so much so
that they must evolve to embrace the rapidly changing social, political, and financial
environments of today's schools. In fact, as Tirozzi (2001) says, school principals will
require new skills for a changing landscape. They must be the leaders of reform, for few
school improvement initiatives succeed without support from the school principal (Barth,
2001). They must also gain competencies and skills to understand the new roles of the
game, which run from the ability to create and establish an educational vision, to the

capacity to involve all stakeholder groups in identifying problems, exploring options,
building consensus, and developing innovative solutions to improve conditions for
students and their families; and to support educational excellence (Bradshaw, 2000).

Accountability Systems
The implementation of high stakes accountability systems and heightened
expectations has placed school principals across the nation into the educational spotlight
(Green, 2005; Smily & Salsbeny, 2007; Tucker & Codding, 2002). Principals and school
administrators are requested to develop comprehensive plans in order to have every
student achieve proficiency in reading, mathematics, and science by the year 2014.
Elizabeth Hale and Hunter Moorman (2003) wrote that the "No Child Left Behind Act
(NCLB) of 2001 is forcing educators across the nation to confront the weaknesses of
contemporary school leadership and is making it impossible to ignore the escalating need
for higher quality principals, that is, individuals who have been prepared to provide the
instructional leadership necessary to improve student achievement" ('1). The new
increased emphasis on standards-based school accountability has placed school principals
in the "hot seat" considering that "school principals are expected to improve teaching and
learning while serving the often conflicting needs and interests of many stakeholders,
including students, parents, teachers, district office officials, unions, state and federal
agencies" (Grosso de Leon, 2006, p.1).
On the same line of thought, Hale and Moorman (2003) stated that school
leadership, more specifically; the principalship is a front burner issue in every state (Hale
& Moorman, 2003). Tucker and Codding (2002) wrote that "almost overnight school

principals have been caught in the high beams of the burgeoning accountability
movement considering that now as never before school principals are expected to
produce and increase student achievement" (p.1). Likewise, Larry Lashway (2000)
concluded that, "There is little doubt the puhlic eye is keenly focused on school
principals to deliver results" (p.13). Expressed succinctly, he added, "Accountability is
not just another task added to the already formidable list of the principal's
responsibilities. It requires new roles and new forms of leadership carried out under
careful public scrutiny while simultaneously trying to keep the day-to-day management
on an even keel" (p.13). Gold (2000) noted that the greater emphasis on school
accountability has given serious attention not only to the professional development of
school principals but also to their training to effectively "lead a learning organization"
(Gold, 2000). The pressure to improve public education, and to enhance student
achievement has shifted the public attention to school leadership preparation, and the
professional development provided to school principals (Hale & Moorman, 2003;
Hoachlander, Alt, & Beltranena, 2001).
Among the most salient initiatives towards an era of standard-based
accountability systems, the Interstate School Leader Licensure Consortium Standards
(ISLLC) represented one of the first moves. The ISLLC Standards constitute an emerging
new leadership paradigm that incorporates the behaviors, skills, and experiences school
leaders must have in their repertoire to ensure positive educational outcomes for all
students (Green, 2005). After 2 years of collaborative work among 24 states, the Council
of Chief State School Officers (CCSSO); the National Policy Board for Educational
Administration (NPBEA), and several other associations representing the educational

administration profession, gave rise to the Interstate School Leaders Licensure
Consortium (ISLLC). The ISLLC adopted six standards which identified the desirable
knowledge, dispositions, and performances that school leaders must possess to increase
student achievement (CCSSO, 1996). The development and implementation of the
ISLLC standards constitutes an extremely important first move to improve the quality of
education for all children by enhancing the quality of leadership performance in today's
schools (Hess, 2003). The ISLLC standards establish the notion that the top priority of
the principalship must be leadership for learning. Indeed, the standards confirmed the
centrality of the principal's role in ensuring student achievement through an unwavering
emphasis on "leadership for student learning" (Hale, & Moorman, 2003, p.3). Van Meter
and McMinn (2001) stated that the ISLLC standards differ from similar previous efforts
because of their specific focus on high expectations of success for all students, their
emphasis on teaching and learning as the primary grounding for school leadership, and
because of the importance the standards place on beliefs and values in providing direction
for school leaders.
The ISLLC standards were adopted as a powerful leverage point for reform on the
premise that there was a major void in the area of educational administration, and a set of
common standards was necessary to drive improvement efforts along a variety of fronts
(ISLLC, 1996). The Interstate School Leader Licensure Consortium (as cited in Green,
2005) came up with six research-based standards that spell out the common core of
knowledge, disposition, and performance indicators that link leadership behaviors to
enhanced educational outcomes, and productive and effective schools.

These standards have become the guidelines and the blueprint of leadership
training programs in the United States for they represent an effort to refine the skills of
school leaders, and to align leadership behaviors with effective educational outcomes
(ISLLC, 1996). The new standards came about as a result of the recent enactment of new
federal and state laws that foster the increasing demand of excellent schools and
consolidated clear-cut accountability processes that ensure quality education. They were
the culminating result of the argument held by many educational organizations, state
educational agencies, and the general public, who argue that school leaders are not
adequately prepared to face the challenges of today's schools (NPBEA, 2002). Currently
more than 40 states have adopted the ISLLC standards and use them to guide policy and
practice related to principal preparation, and administrative certification program
requirements.
The ISLLC standards provide an array of common expectations for the
knowledge, skills, and dispositions of school leaders grounded in principles of powerful
teaching and learning (Davis et al., 2005). However, the degree to which the ISLLC
standards have been incorporated into state statutes, policies, and credential programs
differ throughout the United States (Davis, et al., 2005; Murphy, Yff, & Shipman, 2000).
Elizabeth Hale's and Hunter Moorman's "Preparing School Principals: A National
Perspective on Policy and Program Innovations" (2003) pointed out the extent to which
the ISLLC standards have penetrated local hiring and professional development
organizations across the country. They noted that the ISLLC standards have served in
many states and institutions as the framework for revising principal preparation programs
and in-service professional development activities. For example, The Educational Testing

Service (ETS), in collaboration with ISLLC, have recently created The School
Leadership Series, a set of performance-based assessments based on the ISLLC standards

and used for the licensure and professional development of school superintendents,
principals, and other school leaders. Besides, the National Council for Accreditation of
Teacher Education (NCATE, 2002) aligned its accreditation standards for educational
leadership training programs with the ISLLC standards (Hale & Moorman, 2003).
While the ISLLC standards constitute a first positive step towards providing
guidelines to what school leaders must have to be effective, the ISLLC standards did not
come up without generating criticism. Some scholars and researchers suggest that the
standards are not anchored in a rigorous research or knowledge base. They also argue that
the ISLLC standards unduly reinforce the status quo, and that they lack sufficient
specificity or operational guidance to help school leaders figure out what to do. Critics
also noted that the ISLLC standards place too little emphasis on the responsibilities
today's school leaders have for improving schools and student learning. They also added
that the ISLLC standards are vague about what principals must know and do to lead
successful schools (Hale, & Moorman, 2003).
Suzanne Painter (2007) noted that the six ISLLC standards are composed of more
than 180 performance indicators which are fortunately under revision, with the likelihood
that a significantly reduced number of performance indicators will provide a much more
usable and manageable framework for preparation programs, licensure accreditation
agencies, and other end users (Painter, 2007). Besides, researchers have pointed out that
the ISLLC standards do not serve to measure the work of university training programs in
preparing school leaders. Although they are grounded in students learning as the ultimate

goal of school leadership, the ISLLC standards do not provide any mechanism for
holding preparatory programs accountable (Stein & Gewirtzman, 2003). Despite the
criticisms, the ISLLC standards are an important development to ensure quality
leadership and positive students outcomes (Achilles & Price, 2001).

Characteristics of Effective Principal Training Programs
In their School Leadership Study: Developing Successful Principals, Stephen
Davis, Linda Darling-Hamrnond, Michelle LaPointe, and Debra Meyerson (2005) noted
that principal preparation and development requires the incorporation of certain program
features, which are essential to the development of effective school leaders. These
programs should be research-based, have curricular coherence, provide experience in
authentic contexts, use cohort groupings and mentors, and be structured to enable
collaborative activity between the program and area schools (Davis, et al., 2005).
Peterson (2001) and Young (2002) noted that administration-trainingprograms should
promote life-long learning activities tailored to meet individual needs at various stages of
a principal's career.
In addition, the ambitious effort of the Southern Regional Education Board (as
cited in Lashway, 2003) to support the improvement of leadership preparation in sixteen
states, has led to identify some key state actions that can reshape leadership preparation.
The findings included infusion of performance-based standards into preparation
programs, integration of well-planned clinical experiences with coursework, and tiered
certification systems in which principals will not get their standard certification unless
they give evidence of successful on-the-job performance (SREB, 2002, as cited in

Lashway, 2003). Effective leadership programs also pay special attention to the curricular
content to which aspiring principals are exposed. The content of principal preparation and
professional development programs should reflect the current research in school
leadership, management, and instructional leadership. Also, the program content in
preparation programs should be linked to state licensing standards, internship
experiences, and program's philosophy (Jackson & Kelley, 2002; Knapp, Copland, &
Talbert, 2003). Jackson and Kelley (2002) stressed that the most reputable programs are
described in terms of their vision, purposes, and goals, and the degree to which they are
internally and externally coherent (Jackson & Kelley, 2002). Knapp et al., (2003) defined
"coherent program" as one that links goals, learning activities, and candidate assessments
around a set of shared values, beliefs, and knowledge about effective administrative
practice (Knapp, et al., 2003, as cited in Davis et al., 2005).
Coherent programs also provide learning experiences that link theory and
practice, and are framed around the principles of adult learning theory. These learning
experiences scaffold on each other, foster deep self-reflection, and offer multiple venues
for applying new knowledge in practical settings (Granott, 1998; Lave, 1991). Research
on effective administration training programs also highlighted the importance of proving
pre-service principals with well-defined internships and learning experiences that not
only meet the needs of adult learners, but also allow aspiring principals to apply the
curricular content in authentic settings and toward the resolution of real-world problems
and dilemmas (Daresh, 2001; Darling-Hammond, LaPointe, & Meyerson, 2005; Fry,
O'Neill, & Bottoms, 2006; Gray, Fry, Bottoms, & O'Neill, 2007; Kolb & Boyatzis, 1999;
Murphy, 1992).

John Daresh (2001) noted that well-designed internship models bestow aspiring
principals with varied, meaningful opportunities to deal with the every day demands and
challenges of school principals under the watchful eye of an expert mentor (Daresh,
2001). Cheryl Gray, Betty Fry, Gene Bottoms, and Kathy O'Neill, (2007) observed that
well-planned internships which provide quality mentoring over a continued period of
time, and which offer aspiring principals with an array of hands on experiences are more
likely to effectively prepare new school leaders (Gray et al., 2007). Successful training
programs also boast well-structured mentoring programs (Daresh, 2001; Davis, et al.,
2005; Gray, Fry, Bottoms, & O'Neill, 2006); and problem based learning experiences,
which simulate multifaceted problems, situations, and dilemmas, school leaders are faced
with when in the principal's office (Bridges & Hallinger, 1992; Hallinger & McCary,
1992). Additionally, Davis, Darling-Hammond, LaPointe, and Meyerson (2005)
highlighted that effective training programs group aspiring school leaders in cohorts on
the premise that cohort grouping promotes adult learning, group and individual
knowledge, creative thinking, problems solving, team building, and opportunities for
collaboration, and teamwork in practice-oriented situations.
Recent research on administration training program further identified an extensive
list of characteristics that depict effective programs. Linda Darling-Hammond, Michelle
LaPointe, Debra Meyerson, and Margaret Terry Orr (2007) distinguished the following
common elements among effective training programs:
Effective programs have a) a comprehensive and coherent curriculum aligned
with state and professional standards, in particular the ISSLC standards, which
emphasize instructional leadership; b) philosophy and curriculum that stress

instructional leadership and school improvement; c) student-centered instruction
that integrates theory and practice and stimulates reflection; d) instructional
strategies that include problem-based learning, action research, field-based
projects, journal writing, and portfolios; e) knowledgeable faculty; f ) cohort
structure; formalized mentoring by expert principals; g) vigorous, targeted
recruitment and selection to seek out expert teachers with leadership potential;
and h) well-designed and supervised administrative internships that allow
candidates to engage in leadership responsibilities for substantial periods of time
under the tutelage of expert veterans.@.6).
Moreover, Margaret Terry Orr (2006) pinpointed that high quality leadership
preparation programs have most or all of the following features: (a) rigorous selection
that addresses prior leadership experience and initial leadership aspirations; (b) underserved groups, particularly raciallethnic minorities are given priority; (c) have clear focus
and clarified values about leadership and learning around which the program is
coherently organized; (d) promote standards based content and internship experiences; (e)
provide supportive organizational structures to facilitate retention and engagement; ( f )
focus on coherent, challenging, and reflective content and experiences; and (g) boast
appropriately qualified faculty.
On the same topic, Betty Fry and Cheryl Gray (2007) noted that, "improving
school leadership requires states to create a learning-centered school leadership system
with a sharp focus on improving the skills and abilities of principals to guide teaching
and learning in schools. This also means the inclusion of (a) a more refined recruiting
process that targets promising candidates for principal preparation programs; (b) new

statewide standards that make the content and field experiences of graduate programs
more relevant; (c) renewed licensure and professional development policies at the state
and district levels; and (d) improved conditions and circumstances within which
principals work. It also involves redesigning each of these components so that school
leaders give priority to student learning instead of mainly budgets, schedules, personnel
and student discipline (Fry & Gray, 2007).
Larry Lashway and Mark Anderson (as cited in Sherman 2000) have reviewed the
criticisms of current administration training programs and developed some suggestions
for a new approach to training school principals. They suggest that effective principal
preparation programs should bridge the gap between theory and practice, and they
endorse the use of innovative kinds of delivery systems which replace the traditional
evening lecture format with meaningful field-based experiences, meaningful internships,
and mentorships with practicing principals. Frederick Hess and Andrew Kelly (2007)
sustain that effective principal preparation programs "should include significant attention
to accountability, managing data, and utilizing research when hiring, recruiting,
evaluating, and terminating personnel" (p.4).
Besides, Mark Tucker and Judy Codding (2002) suggested that preparation
training programs should stress the "principal's role as the driver for results" (p.37) and
highlight "the crucial role of data in the drive for results, from the careful setting of
targets to the collection, display, and analysis of implementation and outcome data, to the
use of data for setting goals, monitoring progress, allocating and reallocating resources,
and managing the school program" (p.37).

Finally, Emily Smallwood and Michael Jazzar (2006) identified thirteen critical
skills principal preparation programs should adopt to enhance the competence level of
future school leaders. The training should focus on "administrative duties and
responsibilities, student discipline, faculty and staff evaluation, attendance, conferencing,
written communication, faculty and staff improvement, special services, problem
solving, finance and law, group communications, facility management, and career
planning and development" (para. 17).

Effective Leadership
Robert Marzano, Timothy Waters, and Brian McNulty (2005), in an attempt to
illustrate the importance of an effective principal as a precondition for an effective
school, cited a 1977 US. Senate Committee Report on Equal Educational Opportunity
that singled out the school principal as the most important and influential person in a
school because it is the principal who sets the tone of the school, the climate for teaching
and learning, and the expectations for teachers and students (Marzano, Waters, &
McNulty, 2005). Further research evidence in school leadership, school effectiveness,
and the role of the school principal suggests that, second only to the influences of
classroom instruction, school leadership strongly affects student learning (Leithwood,
Seashore-Louis, Anderson, & Wahlstrom, 2004). Indeed, it is believed that effective
principals create and establish schools that promote effective teaching and learning for all
students; participate in the design and implementation of curriculum; and adapt their
leadership to address the context-specific needs of teachers, students, and other
stakeholders (Waters & Gmbb, 2004; Waters, Marzano, & McNulty, 2003).

Similarly, Margaret Terry Orr (2007) pointed out that the manner in which a
principal leads certainly influences the school's outcomes in terms of improvement,
student achievement, and teacher satisfaction. Orr also noticed that such leadership
practices "benefit the organization as a whole by fostering shared purposes and goals,
school structure and networks, and a collaborative organizational culture" (Leithwood &
Jantzi, 1999; Silins, Mulford, & Zarins, 2002, as cited in Orr, 2007, p.5).
The Southern Regional Education Board (2007) further noted that effective
principals are crucial to improved student performance so much so that substantial
improvements are not likely to take place without highly effective principals (SREB,
2007). Peter Block (2003) observed that effective leaders should become designers of a
"social space" that promotes and enhances school effectiveness. On the same line of
thought, Warren Bennis (1989) concluded that, "The one factor that empowers the people
and ultimately determines which organizations succeed or fail is the leadership of those
organizations." He also suggested that effective leaders are able to engage and involve
school stakeholders through a shared vision and have the ability to adapt to relentless
change (Bennis, 1989).
Elizabeth Hale and Hunter Moorsman (2003) observed that strong leadership is
the "heart of all effective organizations, be they private, public, or nonprofit" and they
noted that today's school call for "adept instructional leaders, not mere building
managers" (p.9). Kenneth Leithwood, Karen Seashore-Louis, Stephen Anderson, and
Kyla Wahlstrom's recent analysis of the research literature (2004) pinpointed that
"leadership is second only to classroom instruction among all school-related factors that
contribute to what students learn at school" (p.7). They further noted that successful

effective school leaders influence student achievement through their own influence on
others; and through their influence on school processes.
Moreover, Leithwood and colleagues (2004) identified three basic practices as the
"core of successful leadership: 1) developing people, that is, assisting teachers
and other staff to do their jobs effectively by offering intellectual stimulation,
individualized support, and by providing models of practice and beliefs
considered essential to the organization; 2) setting directions for the organization
by developing a shared vision for the school; and 3) redesigning the organization
by creating a productive school culture that promotes collaborative processes and
reduces structures that "blunt or wear down educator's good intentions and
prevent the use of effective practices (p.10).
Marzano, Waters, and McNulty's (2005) research on School Leadership that

Works identified 21 effective leadership practices that are most likely to influence on
student achievement. Among the most important ones they mentioned, contingent
rewards, change agent, flexibility, focus, intellectual stimulation, involvement in
curriculum, instruction and assessment, visibility, monitoring, and evaluation among
others.
Gary Hoachlander, Martha Alt, and Renee Beltranena (2001) stated that a critical

component of strong school leadership is the ability to blend many practices into a
balanced, well-managed package of school improvement. Richard Elmore (2003) stated
that effective leadership requires school principals have the skills, knowledge, and
judgment to make the right decisions, and to implement improvements that are likely to

increase student achievement. Therefore, Elmore concludes that effective leadership is
not getting people to work but to get people to do the "right work" (Elmore, 2003).
Davis, Darling-Hammond, LaPointe, and Meyerson, (2005) stated that effective
school principals are, "successful school leaders who can influence student achievement
through two important pathways; the support and development of effective teachers; and
the implementation of effective organizational processes" (p.1). Finally, Robert
Bookbinder (1992) noted that throughout the research literature there are characteristics
of the principal's role which are critical to effective leadership performance. They
include the ability to work closely to others on a face-to-face basis, to manage conflict
and ambiguity, and to anticipate, change and adapt, to rapidly changing human, social,
and environmental conditions (Bookbinder, 1992).

CHAPTER 111
RESEARCH DESIGN AND METHODOLOGY

Introduction
Chapter 111 describes the research methodology, techniques for data collection,
and data analysis procedures that were utilized in this study in order to determine the
competencies, knowledge base, and experiences principals need to be effective in schools
with high concentration of ESWbilingual students. Considering that ESL/hilingual
students have specific educational and social needs, it is necessary to investigate if school
principals are prepared to meet those needs. Finding out what school principals learn and
experience during their administrative training programs; and what they are left to learn
on their own may certainly enhance what is known about the training of school principals
and their role in today's culturally diverse schools.

Research Design
The nature of the research study called for a qualitative research methodology
considering that no quantification or statistical procedures were required (Strauss &
Corbin, 1990). The exploratory character of the study called for techniques and
procedures designed to explore, describe, and examine the perceptions, behaviors, and
experiences that school principals have regarding their profession and culture as school
leaders in schools with large numbers of ESLIbilingual students.
In effect, the research design of this study consists of two qualitative renowned
research methods known as grounded theory and ethnography. On the one hand,

ethnography is a research method of studying and learning about a person or group of
people in their own environment. Rather than looking at a small set of variables and a
large number of subjects, the ethnographer attempts to get a detailed in-depth
understanding of the circumstances of the few subjects being studied (Spradley, 1979).
On the other hand, grounded theory, a term coined by Glasser and Strauss (1969), is a
qualitative approach that emphasizes the systematic discovery of theory from data, by
using methods of constant comparison and theoretical sampling, so that theories remain
grounded in observations of the social world, rather than being generated in the abstract.

A description of these qualitative research methods and their applicability to the
research study is provided below in an effort to provide a more detailed account of the
research design and methodology used in this study.
Ethnography. Ethnography as a subset of qualitative research is the work of

describing a culture and its unique patterns and characteristics. The goal of ethnography,
as Malinowski put it, is "to grasp the native's point of view, his relation to life, and his
vision of his world" (Malinowski, 1922, as cited in Spradley, 1979, p.3). Then,
ethnography means the disciplined study of what the world is like for people who have
learned to see, hear, speak, think, and act in ways that are unique and different (Spradley,
1979). In the context of the research study, the researcher then set to learn about the way
school principals see, think, speak, and act when dealing with diverse student populations
and the education of ESL/bilingual students in particular.
To this avail, in depth face-to-face ethnographic interviewing was used as the
preferred data collection technique. The researcher, who also doubles as the interviewer,
starts each session with naive ignorance, as he waits through the course of the interview

for each informant to define what is important for the interviewer to find out (Spradley,
1979). Then, the researcher observes, formulates questions, and observes again, until
patterns of behavior and native explanations coalesce into repetitive sequences and
configurations (Spindler, 1987). In such a way, the researcher is able to collect and elicit
the informant's native views and perceptions, which later he can present as vivid
accounts and illustrative quotations.
Grounded Theory. Grounded theory was initially developed by Glaser and Strauss

(1967) and it refers to theory that is developed inductively from a corpus of data. It is the
discovery of theory from data (Glaser & Strauss, 1999) taking into consideration that the
research questions emerge not apriori but in sim, as the study progresses. In other words,
the study sets off without pre-determined research questions or hypothesis, and judgment
of what might be significant to the study is deferred until the orientation phase of the field
study has been completed (Spindler & Spindler, 1987). While it is expected that the
researcher has examined the literature and defined the "research problem" before
beginning the fieldwork, grounded theory allows for the problem to be modified, reconceptualized, or even discarded, as the field research proceeds (Spindler & Spindler,
1987).
Thus, grounded theory is an alternative approach to much of the social science
research that has been directed towards the testing of formal theories or hypothesis
conceived a priori. What most differentiates grounded theory from much other research is
that it is explicitly "emergent" for it sets out to discover the theory implicit in the data
(Glaser & Strauss, 1999). This approach was applied to this study as the researcher set
out to explore an uncharted area of school leadership and ESL/bilingual education. The

researcher began with few assumptions and broad guiding questions, which were
changed, and refined from the ground up as the researcher gathered and analyzed the data
(Neuman, 1997). Grounded theory further allowed the researcher to generate theory from
observations, in-depth interviews, and field notes that were rigorously analyzed,
categorized, coded, and interpreted. The resulting theory was an evolutionary groundedin-data body of knowledge on the training of school principals, and their role educating
culturally and linguistically diverse students.

Data Collection
Considering the exploratory nature of the study, in-depth ethnographic
interviewing was chosen as the preferred data collection technique. The study required
interviewing schools principals who are fully acculturated and involved in their position

as school leaders. Each informant was interviewed four times on average. Each interview
was face-to-face and lasted from 1 to 1% hours. The main purpose of each ethnographic
interview was to gather information on unfamiliar cultural scenes that are unique to the
informants and their roles as school leaders in public schools with high concentration of
ESLhilingual students.
Marshall and Rossman (1989) highlighted the benefits of using in-depth
interviews. First, they noted that in depth-interviews allow the researcher to listen to
people as they describe how they understand the worlds in which they live. Second, in
depth-interviews are face-to-face encounters which provide large amounts of contextual
data in the form of words that may be later used as quotations to substantiate the research

findings. Third, research interviews allow the researcher to get instant feedback and
immediate clarification of the data when needed (Marshall & Rossman, 1989).
The in depth-ethnographic interviews used unstructured open-ended questions as
a means to elicit and gather informants' insights, reflections, experiences, and expert
knowledge on their profession and their work with ESLhilingual students. This allowed
the informants to respond questions, and communicate ideas and opinions from the
"native point of view", that is, from their own frame of reference, and in "their own
native language" (Spradley, 1979, p.3). This also gave informants the opportunity to give
a detailed account of their perceptions, knowledge, skills, and practices pertaining to their
professional trade and the education of language minority students. Thus, the researcher
by resorting to open-ended questions was able to get valid and reliable information
grounded on the informants' real-life experiences, perceptions, and reflections.
All face-to-face interviews were taped recorded and later on transcribed word-forword in an effort to ensure accuracy when recalling information. Most interviews took
place at the informants' worksites. Their busy schedules usually meant they stayed &er
school to participate in the study. As suggested by Spradley (1979) all ethnographic
interviews were conducted in the manner of a friendly conversation which encouraged
informants to engage themselves in an uninhibited conversation. The researcher asked
open-ended questions intended to generate rich accounts and descriptions relevant to the
research study; and to facilitate the interaction between the researcher and the informant.
Besides, as Bogdan and Knopp Biklen (1997) recommend, the researcher made a
conscious effort to come to each interview session without a preconceived hypothesis,
and without specific questions to answer. Both, questions and answers were discovered

from the informants and the data they provided (Glaser &Straws, 1999; Spindler &
Spindler, 1987; Spradley, 1979). The researcher also ensured he was detached from any
subjective knowledge of the topic of investigation to fully enter the informant's culture
without bias or pre-conceptions.
Finally, it is worth noticing that other relevant data were attained from implied
comments made by the participants, from informal conversations, anecdotal notes taken
by the researcher, and from conforming evidence obtained at the informants' school sites,
such as; flyers, newsletters, and copies of standardized test scores principals facilitated to
the researcher; and from online resources such as the districts' websites, and the schools'
report cards posted in the New Jersey Department of Education's website.

Interview Questions
The researcher's main tool for discovering another person's cultural knowledge is
the ethnographic question. The types of questions that were used throughout the research
study belong to one of the three main types of questions Spradley (1979) distinguishes;
descriptive questions, structural questions, and contrast questions.
Descriptive questions take advantage of the power of language to construe

settings (Frake, 1964) because they encourage informants to talk openly about a
particular cultural scene. They are also intended to elicit large samples of utterances in
the informant's native language, that is, in their own terms, lingo, or everyday language
that is unique to that culture and setting (Spradley, 1979). In other words, descriptive
questions are broad and general and allow informants to frankly describe their
experiences, their daily activities, and lives. These descriptions provide the researcher

with a general idea of how individuals see their world. Descriptive questions included a
number of other types of questions which serve to elicit different types of information: (a)
grand tour questions which encourage the informants to ramble on with rich descriptions
about patterns and events that are unique to their culture and experience; (b) mini-tour
questions, which are identical to grand tour question except that they deal with a much
smaller unit of experience; (c) example questions, which are more specific and aim to get
examples that illustrate better a single act or particular event; (e) experience questions,
which prompt informants to tell personal experiences in some particular setting; and (9
native-language questions, which are designed to minimize the influence of informants'
translation competence, and to remind the informants that the researcher wants them to
use the t e r n , phrases, and jargon most commonly used in their unique cultures
(Spradley, 1979).
Sample descriptive questions used in the research study:
Tell me about you. How did you get into school administration?
What is a day like in your school?
Can you tell me about your student population?
The second set of ethnographic questions used in this study is referred to as
structural questions which complement rather than replace descriptive questions, and

which are asked concurrently rather than in a pre-set order. Structural questions represent
alternative ways to verify the existence of a folk domain and terms; and to explore the
organization of an informant's cultural knowledge. They include: (a) verification
questions, which ask informants to confirm or disconfirm a hypothesis about a folk
domain or tern; (b) cover term questions, which allow the informants to elaborate more

on the different types or kinds of a particular cover term; (d) included-term questions
which are used to elicit information about terms that apparently belong to the same
domain; and (e) substitution frame questions, which are also intended to elicit other terms
that refer to a particular folk term used by the informant (Spradley, 1979).
Sample structural questions used in the research study:
Should all students receive the same education?
Does bilingual education work?
Last time you said that "parents can make you or break you" Can you elaborate
what you meant when you said this?
Finally, contrast questions were also used in this study. Contrast questions allow
the researcher to obtain meaning of scene or folk terms by asking questions that require
the informants to compare and contrast those scenes or folk terms with other ones in
order to confirm differences and similarities among them. Contrast questions include: (a)
contrast verification questions, which are meant to confirm differences and similarities
between groups of folk terms; (b) directed contrast question, which ask if the
characteristics of a folk term contrast with any other term; (c) dyadic contrast questions,
which ask informants to identify any difference they can see between folk terms; (d)
triadic questions, which the informants use to identify two terms as alike and one as
different; (e) contrast set sorting questions, which the informants use to sort out the terms
into two or more piles according to likeness and difference; (0the twenty question game,
by which the researcher discovers the appropriate questions the informant would ask
about the folk terms in the set; and (g) the rating questions, which the informants use to

make contrasts based on a rating criteria, in such a way that they are able to reveal the
values placed on set of symbols (Spradley, 1976).
Sample contrast questions used in the research study:
What is the difference between a school leader and a manager?
How is it different to educate ESLibilingual students from mainstream students?
Which are the most important characteristics of an effective leader?

Data Analysis
Ethnographic analysis is the search for the parts of a culture and their
relationships as conceptualized by the informants (Spradley, 1979). With this guiding
principle in mind the researcher set on a task, which Marshall and Rossman (1989)
defined as "a messy, ambiguous, time-consuming, creative, and fascinating process that
allows the researcher to bring order, structure, and meaning to the mass of collected data"
(p.112).
The steps that the researcher followed to conduct the in depth ethnographic
interviews and to analyze the data go hand in hand with Spradley's (1979)
Developmental Research Sequence for conducting ethnographic research. The qualitative
nature of the research study required the data were analyzed inductively to search for
cultural patterns, unique to the role of school principals, their training as school leaders,
and their work experience with ESL/bilingual students. During the first interview, the
researcher usually made use of descriptive questions in an attempt to encourage the
informant to talk about a particular cultural scene. Upon completion of each interview,
the tape-recorded data were transcribed verbatim. This permitted the researcher to

continuously study the content of the data and to start identifying themes, categories, and
domains relevant to the informant's culture and the research study. It also allowed the
researcher to formulate questions for data that needed further description, elaboration, or
clarification.
Upon completion of the first interviews, the researcher was able to make a
preliminary search for domains in an effort to uncover cultural meanings unique to
schools principals. This allowed the researcher to carry out a more systematic procedure
called domain analysis, in which the researcher identified larger units of cultural
knowledge or domains in the data (see Appendix C). Taking the information gathered
from the domain analysis, the researcher proceeded to ask structural questions. As stated
earlier, structural questions are intended to explore the organization of an informant's
cultural knowledge, and to verify the presence of folk domains or terms. Although
Spradley's Developmental Research Sequence in ethnographic research goes from
descriptive questions, to structural questions, to contrast questions, it is worth noticing
that they are and should be asked concurrently considering that they all complement each
other rather than replace each other. Alternating questions not only keeps the informant
from getting bored, but it relieves any anxiety created by the test-like-effect of structural
and contrast questions (Spradley, 1979).
At this point in the treatment of the data, the researcher was able to narrow the
focus of the analysis, aware that it may turn into an endless task to attempt to study all the
relationships among all the folk terms in the cultural scene. Therefore, the researcher
limited the scope of the research by focusing on a few, selected domains, and by studying
them in depth. To this avail, the researcher proceeded to carry out a taxonomic analysis,

which consists of a procedure used to discover new relationships among folk terms, and
the internal structure of a domain (see Appendix D). The intrinsic goal of ethnography
that is to understand cultural meaning, led the researcher to go beyond constructing
taxonomies of cultural domains. The researcher set off to look for similarities and
differences that reveal symbolic meaning among the folk terms in a contrast set
(Spradley, 1979). In order to achieve this, the researcher proceeded to introduce the third
type of ethnographic questions proposed by Spradley (1979), that is, contrast questions.

Contrast questions are intended to look for differences. The differences and contrast sets
that emerged from the data gave rise to a third method of ethnographic analysis known as
componential analysis.
Componential analysis enabled the researcher to take all the differences and
contrasts and organize them in a systematic manner. The main purpose was to identify
the attributes or components of meaning associated with cultural symbols which form the
core of the meaning system of the culture under study, that is, the culture of school
principals, their training, their role as school leaders, and their experience with
ESLhilingual students (see Appendix, E). Componential analysis was also used to map
as accurately as possible the psychological reality of the informants' real life experiences
(Irizar, 2000). Upon completion of the three main ethnographic analyses, the researcher
proceeded to identify cultural themes which were relevant to the study, and which gave
the study a holistic view of the informants' culture.
Lastly, the researcher embarked in the task of writing the cultural description of
the culture under study. This is what Spradley (1979) calls "a translation process,"
(p.205) which in ethnography means to "discover and communicate the cultural meanings

of one culture to people who are unfamiliar with that culture" (Spradley, 1979, p.205). In
other words, the researcher is charged with the task of making what is implicit and tacit
to the informants, explicit and clear to people in other cultures by recording in an orderly
manner how natives, that is, informants, see the world, behave, and explain their behavior
(Spindler & Spindler, 1987).

The Informants
The purpose of the research was to describe, explain, and explore the
characteristics of a population of school principals. However, a population is generally
large, and because of time and financial limitations, it was not viable to include each and
every element in the population under study. Therefore, it was necessary to select a
sample, that is, a subset of the population to represent an entire population (Nardi, 2003).
On this premise, a total sampling size of 10 school principals was recruited to participate
in the research study.
The nature of the study also required a purposive or judgmental type of sampling
(Nardi, 2003) considering that the researcher looked for informants who met a series of
requisites: (a) The informants participating in the study had to be currently employed in
New Jersey public schools; (b) the subjects needed to be in charge of schools, which had
high concentration of language minority students, and which offered ESL/Bilingual
services to these students; and (c) qualifying subjects also needed a minimum of threeyear experience as school administrators. This guaranteed that subjects were fully
acculturated in their profession and role as school principals. Regarding this Spradley
(1979) says that potential good informants vary in the extent of their acculturation. Good

informants are those who know their culture well and are able to reveal unfamiliar scenes
of their profession, which might be interesting and relevant to the research study.
Informants were enlisted via a formal written invitation to partake in the study.
Such invitation included a short description of the research study, its purpose, and
relevance. It also provided a description of the procedures to be followed, the voluntary
nature of the participation, and the confidentiality of the data (see Appendix B).
Informants' confidentiality was secured by avoiding the use of names or other identifiers
that could reveal their identity. All subjects, school districts, and schools were assigned
pseudo names. Phone calls were used to confirm participation, clarify questions, and set
up interview dates.
The number of interviews in which informants participated depended upon the
quality and depth of the information obtained. On average, most informants were
interviewed four times between the spring of 2006 and the spring of 2007. All interviews
were scheduled for 1 hour, however on several occasions the richness and depth of the
data, prolonged interviews beyond the time span scheduled with the informants. Each
interview was recorded and transcribed word-for-word to ensure accuracy when
analyzing and recalling the data. The quality and the quantity of the data collected
indicated whether it was necessary or not to schedule more interview sessions with a
particular informant. Propitiously, most informants were highly verbal and articulate
professionals, who were able to generate abundant data rich in descriptions and
unfamiliar scenes of their everyday experiences, interactions, and responsibilities as
principals in school with considerable number of language minority students.

Limitations of the Study
The research study is limited by its qualitative nature and by the research
methodology itself. Due to the cultural nature of the variables involved and the attributes
of ethnographic research, objectivity is always a critical issue because the researcher
interprets the data based on his own understanding of the descriptions, perceptions, and
insights provided by the informants. The researcher learns and interprets the data about
the culture under study through his own idiosyncratic lens. Therefore, it is important for
the researcher to be constantly asking himself if the researcher is really portraying an
objective unbiased depiction of the culture under study.
Another limitation of the study is its purposeful sample population. The research
is restricted to a particular group of informants who were selected upon meeting certain
requirements. They needed to have a minimum of 3-year experience as school principals
and be currently employed in New Jersey public schools, which have a high
concentration of language minority students, and which offer ESLhilingual services to
this student population. The research is limited to the voice of the principals who
participated in the study. While interviewing teachers, parents, and students could have
generated further valuable data on school principals and their role as school leaders, they
were not invited to participate in the study due to time and monetary limitations.
The fact that the study focused on New Jersey public school principals is another
limitation in itself. The data were not collected from other principals across the United
States who are faced with similar challenges due to the increasing influx of ESLhilingual
students attending their schools.

Although the study is limited to principals in New Jersey public schools, the
research finding are not expected to be limited in its applicability and relevance to
administrative training programs and school administrators throughout the country. It is
anticipated that the research findings will contribute to the research literature on school
leadership and ESLhilingual education, and that it will inform and inspire those in
charge of administrative training programs to redesign and re-conceptualize the
knowledge, competencies, and experiences that aspiring school principals receive during
their training in an effort to prepare them well for the challenges posed by culturally and
linguistically diverse students.

CHAPTER IV
FINDINGS

Introduction
This ethnographic study was undertaken in an attempt to investigate the
combination of knowledge, competencies, and experiences school principals need in
order to ensure that their schools effectively address the educational needs of language
minority students. The exploratory nature of the study intends to unveil cultural scenes
that are unique to the informants and their role as school principals in schools with high
percentage of culturally and linguistically diverse students. The study intends to examine
the competencies, knowledge, and experiences school principals received during their
administrative training programs, and the ones they acquired on the job, in an effort to
find out how these formal and informal learning experiences served them to provide
quality education to limited English proficient students (LEP) of Hispanic descent.
The study also aims to identify leadership skills and character traits that school
principals believe can facilitate their daily work in culturally and linguistic diverse
schools; and the types of environment, accommodations, and teaching methodology that
principals consider can make a difference in the education of culturally and linguistically
diverse students, particularly Hispanic students, who are limited English proficient and
qualify for ESLhilingual services.

A close examination of the practices regarded as successful by the informants is
expected to provide valuable insights on the pedagogy that works best for ESLhilingual
students; and on the skills, knowledge, and experiences that training programs should

offer to effectively prepare school principals for today's culturally and linguistically
diverse schools.
To this avail, ethnographic research methodology was used to collect the data and
to explore the culture of school principals, their training, their role as school leaders, and
their work experience with ESLhilingual students. The data were gathered primarily
through indepth ethnographic interviews. Each informant participated in face-to-face
taped recorded interviews, each of which was approximately 1% hour long; and each of
which made use of unstructured open-ended questions. Other relevant data were attained
from implied comments made by the informants, from informal conversations, from
anecdotal notes taken by the researcher, and from conforming evidence obtained at
school sites; districts' websites, flyers, newsletters, newspaper articles, online school
report cards, and copies of standardized test scores principals facilitated to the researcher.
This ethnographic study embarked on the quest for answers to a set of research
questions, which provided guidance, unity, and direction to the study, and whose answers
are expected to contribute to the research literature on this uncharted area in school
leadership and ESLhilingual education.
Research Questions

1. What knowledge, skills, and experiences regarding the education of
ESLhilingual students did school principals receive during their leadership and
administration training programs; and which ones they acquired on their job?
2. What competencies, knowledge, and experiences do principals recommend
training programs should offer to effectively prepare aspiring principals to face the
challenges posed by culturally and linguistically diverse student populations?

3. What competencies and character traits make school principals effective
leaders and managers in schools with high concentration of language minority students?

4. What conditions do school principals need to ensure to facilitate the creation
and establishment of positive learning environments for ESLhilingual students?
This chapter attempts to answer the research questions postulated above by
providing a vivid account of the culture of principals, and their role as school leaders in
schools with high concentration of ESL Hispanic students, who are entitled to receive
ESLhilingual services. It also intends to identify the commonalities found among
principals regarding their training as school administrators, and their experiences with

ESL Hispanic students.
This chapter unveils the cultural knowledge of this selected group of school
principals, who are faced with the challenges of educating language minority students,
and who may have received little or no training on bilingual education, cultural diversity,
second language acquisition, and other areas closely related to the education of
ESLhilingual students.

Results of the Study
As stated earlier, the purpose of the study is to explore the culture of school
principals as a system of meaning and acquired knowledge that is unique to their
professional trade and whose close observation allows the researcher to make inferences
and draw conclusion about what informants say and do (Spradley, 1979).
The nature of the study required the data were analyzed in terms of domains or
larger units of cultural knowledge, cover terms, and descriptors following Spradley's

Developmental Research Sequence (1979). Further examination of the data called for
taxonomic and componential analysis in an attempt to identify recurrent themes among
the informants, their views, and experiences.
The results and findings of this study have been organized around four recurrent
cultural themes which were highlighted throughout the data. The analysis of these themes
and their corresponding domains led the study to be divided into five main sections, each
of which attempts to provide answers to the study research questions, and to give a
comprehensive picture of the study and its findings. Section Informants ' and Schools '
Projles, provides an account of the informants' profiles, as well as pertinent background

information regarding the schools where they work; and the students they work with.
Section The Training of School Principals, focuses on the experiences principals had
during their administrative training programs and on the learning that takes place on-the
job. Section Principals ' Suggestions to Training Programs, takes into consideration what
school principals believe could increase the effectiveness of current administrative
training program when preparing aspiring principals. Section Leadership Competencies
and Character Traits, explores the commonalities among principals regarding the

practices, competencies, behaviors, and character traits that facilitate their role as
effective leaders; and lastly, section Positive Learning Environmentsfor ESWBilingual
Students, unveils the conditions and accommodations necessary to create and establish a

positive school culture where ESLhilingual students are most likely to succeed and
achieve academically. Each section is discussed and analyzed in terms of cultural themes
and sub-themes in an attempt to provide a more in-depth examination and investigation

of the categories and domains under study. The chapter ends with a personal
interpretation of the main findings postulated in each of the sections.

Informants' and Schools' Profiles
Relevant background information regarding the informants, their schools, and the
children they serve is provided in order to ensure a better understanding of the research,
its purpose, and its subjects. This section begins with a summary of informants' profiles
in terms of gender, racelethnicity, place of birth, education, teaching experience, school
administration experience, languages spoken, and the reasons for which they got into
school administration; followed by a brief description of the schools in terms of student
population, and the programs and services students receive.

Informants' ProJile
No special instrument was used to obtain the informants' background
information. Most data were gathered and generated from direct or implied statements
made by the informants during the interview process. A summary of participants' profile
can be found in Table 1, which presents a taxonomy of the informants' demographic
information. The research study included six male and four female school principals
currently employed in New Jersey public schools with large numbers of ESLhilingual
students. Out of the 10 participants, 7 were born in the United Sates of America, 5 are
men, and 2 are females. The other 3 participants were born in a country other than the
USA. Two male participants were born in Puerto Rico and Cuba respectively, and a
female participant was born in Ecuador. In terms of race and ethnicity, four informants
are Hispanic, three are White, and three are African American.

Table 1

Taxonomy: Participants' Demographic Information

, Participants I

Taxonomy: Participants' Demographic Information
I

The four Hispanic informants, principals C, E, K, and L are bilingual being
Spanish their first language and English their second language. Informants, E and C
reported coming to the United States when they were 3 and 8 years old respectively.
Informants, K and L were born in the United States to Hispanic parents who only spoke
Spanish at home. Informant G is also bilingual considering that she grew up in a Greek
household. The remaining five informants consider themselves monolingual English
speakers. Only informant F reported having some basic knowledge of Spanish, enough to
get by with parents and students.
When it comes to the informants' degrees and credentials, all informants are
licensed as school principals by the New Jersey State Department of Education. Most
informants received their Administrator certificate upon completion of their Masters of
Arts in Education degrees. Only two participants earned their license through an
Educational Specialist program (Ed.S.) beyond their Masters of Arts in Education
degrees. All informants' Masters Degrees have a major related to education, in areas such
as school administration, special education, bilingual, ESL, and urban education. It is also
worth noting that many of the informants expressed a desire to pursue higher levels of
education in a near future due to different reasons, such as, professional growth, career
advancement, and salary increase. One participant stated that she is no longer interested
in obtaining a higher degree since she is close to retirement. Two informants are currently
engaged in a doctoral program in education at a local university.
All of the participants in the research study have been school principals for more
than 3 years. In fact, the informants were selected upon this pre-requisite in an attempt to
ensure all participants were fully acculturated in their role as school principals. Regarding

this, Spradley (1979) advices looking for informants who have been in their profession
for some time, bearing in mind that informants vary in the extent of their acculturation.
Informants who know their culture well are more likely to reveal unfamiliar cultural
scenes of their profession (Spradley, 1979). In this study, it is expected that after 3 years
of administrative school experience, school principals have had sufficient time to
acculturate in their positions as school leaders.
Out of the 10 informants, 5 reported having 5 years of administrative experience
as school principals, 4 have 10 years of experience, and 1 principal has 17 years of
experience. All of the informants had 4 or more years of experience as full time teachers
before they became administrators. Three informants had experience as bilingual
teachers, two as special education teachers, one as a high school history teacher, one as a
Spanish teacher, and the remaining three informants had experience as regular K-8
teachers. With the exception of those informants who worked as ESL/bilingual teachers,
the rest of the participants reported that they had little or no experience teaching
ESLhilingual students. However, they clarified that at some point in their careers they
worked with Hispanics and other minority group students, who were former LEP
students, and who were now in mainstream classrooms.
Most of the informants reported that as teachers, they never thought of becoming
school principals, however, unexpected opportunities and situations led them to become
school leaders. Although most of the participants did not plan to become school
principals, they were all able to identify reasons for which they fell into school
administration. The reasons for which they became school principals were varied in
nature; nonetheless, they can be clustered into five main categories: Role Models,

Making a Difference, Teaching Experience, Advanced Career Opportunities, and
Personal Desire.
Role models. Informants noted that as teachers their principals became their role

models and provided them with plenty of opportunities to actively participate in different
educational and social initiatives geared to develop leadership competencies in the
context of their schools. For example, informants played an active role in their respective
school improvement teams; they acted as grade level representatives; they performed as
chairperson of different committees; some of the informants worked close to the
administration as dean of students and as parent community liaison. Some others
provided professional development workshops in their areas of specialization, and some
others took leadership roles within their schools' teacher union associations. Most
informants agree that their principals served as role models who inspired them to develop
their full potential, first as teachers, then as teacher-leaders who got actively involved in
school matters, and finally as school principals.
Making a dzfference. Either by direct statements or by implied comments during

the ethnographic interviews, informants noted that one of the reasons for which they
became principals was to make a difference in schools and students' lives. They believed
that being in a leadership position would provide them with ample opportunities to bring
about positive changes within their schools. They also stated their belief that school
principals can positively influence teachers who in turn can influence students to achieve
their best and become productive citizens of the twenty-first century. In reference to this
informant C says,
I went into administration because I wanted to make more of an impact in my
school. When you are a teacher, you impact on that classroom that you teach, but

when you are a principal, you impact the teachers who are impacting all of the
kids in the school. It is like a domino effect. It is satisfying to me that I can
influence teachers in a positive manner and improve the quality of instruction and
students' results.
(Informant C, Interview 2)
Some principals reported that being role models, to whom students could look up,
could also make a difference in their attitude to and about school. This was highlighted
throughout all interviews, especially by the male African American and Hispanic
informants. They believe that in today's world, there is an increasing lack of positive role
models, particularly for poor African American and Hispanic male youngsters. Informant

B, an African American principal who grew up in a single parent household in the socalled "projects," noted that he capitalized on the scarcity of educated male African
Americans and went into school administration to somehow alleviate the desperate need
to provide students with positive role models. Regarding this, informant B observed,
Many times our kids do not see positive role models in the community. They do
not live next door to a doctor or a lawyer.. . the only place they see those people is
on TV, and they automatically perceive that as not real.. . They need to see that a
Latino or an African American can also be in a power position, can wear nice
clothes, can ride a nice car, and live out of the projects. If children do not see that,
it is very hard for them to understand that it is possible.
(Informant B, Interview 5)
Informant C, a Hispanic principal, also emphasized that everyday she strives to
present herself as a role model to her elementary school children. She wants to inspire
them to do better. She wants her students to look up to her and realize that Latinos can
achieve their dreams through hard work, and that they can succeed in this country
regardless of their socio-economic and immigration status. She is aware that many of her

students might be undocumented and uncertain about their future in America; however,
she is constantly sending the message that they can make it here if they work hard. "I try
to give them hope for the future," says informant B as she explains that what these
students need is role models, hope, and inspiration to strive for a better life. She also
adds,
I want my children to be able to say, "You know what, my principal was Latina.
So I would like to be a principal, as well." I want to be an inspiration, someone
they can look forward to when they grow up. I want them to see that I made it
here. I was a foreigner. I didn't know English. I was here illegal. I didn't have the
luxury of money, scholarships, or anything of that sort, but got to where I am
through hard work.
(Informant R, Interview 2)
Teaching experience. Informants agreed that having worked as full time teachers

for a number of years before becoming principals was one of the reasons for which they
fell into school administration. Having performed effectively as teachers gave them the
confidence and the desire to step out the classroom into the principal's office. This
statement is illustrated by one of the informants, who said the following,
I knew I wanted to be a principal when I saw I was being effective as a teacher. I
felt the need to communicate and share my success with other teachers and help
them develop as professionals.
(Informant G, Interview 2)
Advanced career opportunities. Although most participants did not plan to

become school administrators, some of them stated that at some point in their careers
they became principals because they were offered an opportunity to advance in their
professional growth. "It is a way to ascend through the ranks," said informant B as he
explained that he did not want to be a teacher all his life. While some informants did not

place a salary increase as their main reason, some others admitted that their main
motivation to become principals was the advancement in the salary scale. Informant B
openly refers to this as follows,
I need to be honest with you. Money was my initial drive. I became a principal
because of the money. It was my driving force.
(Informant B, Interview 1)
Personal desire. Some participants implied that they always had the aspiration to

become principals. This desire to become school principals was ignited upon the
realization that the educational system lacked effective leaders, outstanding programs,
and quality instruction for all students. They somehow saw themselves as potential agents
of change, who could certainly improve public education and increase the likelihood of
success for all students. Regarding this informant E, a former bilingual teacher says,
I knew I wanted to be a principal when I saw my district did not have a good
program for the culturally and linguistically diverse students. I knew things could
be done differently, but those in charge didn't care or didn't know better. So, I
knew I had to be in this office [the principal's office] to make changes, to
establish a positive atmosphere in the school for all LEP students, and to foster an
understanding and appreciation of the cultural diversity within the school
community.
(Informant E, Interview 1)
Whichever was the drive, motivation, or circumstances that led informants to
become school principals, they are aware of the position they are in now, and they all
seem genuinely interested and committed to do their best to improve the quality of
teaching and learning in their schools.

Schools' and Students' Profiles

The principals who participated in the research study are currently working in
New Jersey public schools, which receive state and federal funding. Table 2 presents a
componential analysis of the types of schools where the participants work. The table
shows that out of the 10 schools, 6 are primary schools, 2 are middle schools, and the
remaining 2 are high schools. Seven schools are located in urban settings and 3 are in
suburban locations throughout New Jersey.
The data also pinpoints that 6 principals work in schools which are classified as
Abbott. Abbott schools are defined by the New Jersey State Department of Education as
schools which are urban, have evidence of substantive failure to achieve what the
Department of Education considers passing levels of performance, and serve a large
percentage of minority children who are from lower socio-economic status, who are
eligible for free or reduced-price school lunches, and who are entitled to special services
(Education Law Center, 2007).

Table 2
Componential Analysis: Kinds of Schools

Although schools A, B, H, and L are not classified as Abbott, they do share some
of the most noticeable characteristics of Abbott schools. These schools are in need of
improvement, and they serve large numbers of socioeconomic disadvantaged students,
most of whom are either African American or Hispanic and qualify for free or reducedprice lunches.
Informants A, B, and L reported that the African American population has
traditionally lived in their respective school districts, while the Hispanic families are
relatively newer to the area. Informants highlight that in the last 10 years their school
districts witnessed a dramatic demographic change in the student population as a result of
the considerable number of Hispanic families that have settled in these districts. Some of
the reasons for which Hispanic families have chosen to reside in these districts are the
ESLhilingual services provided by the schools; the close proximity to wealthy
neighboring towns that offer a source ofjobs for Hispanic parents; and the availability of
public transportation such as buses, cabs, and trains that facilitate their daily commute.
Most informants were able to provide general information regarding their schools in
terms of student registration, class size, student per teacher ratio, and percentage of
ESLhilingual students attending their schools. In an effort to gather more accurate and
reliable information regarding these variables, an online review of the 2006-2007 School
Report Cards was carried out at the New Jersey Department of Education's website, as
shown in Tables 3 and 4 below.
The schools where the informants work serve large numbers of socioeconomic
disadvantaged children, most of whom are classified as Hispanic, language minority
students; and qualify for ESLhilingual services due to their limited English proficiency.

Table 3
Taxonomy: Informants' Schools

(New Jersey Department of Education, 2008)

Even though not all of these students receive ESLhilingual services, informants
reported that most of them live in homes where Spanish is the only language spoken.
Table 4 presents a taxonomy pertaining to the student population attending the
informants' schools. The table presents the percentage of Hispanic students; the
percentage of students receiving ESLhilingual services; and the percentage of students
whose first language at home is Spanish.

Table 4
Taxonomy: Schools' Student Population

(New Jersey Department of Education, 2008)

It is worth noticing that the number of Hispanic students in each of the schools is
considerably high across the board. Informant F's and informant H's schools show the

lowest percentage of Hispanic students; 33% and 15% respectively; however these
percentages of Hispanic students are considerably high if we bear in mind that these
schools have a total student population of approximately 1,200 students each. This means
that out of 1,200 students in informant F's and H's schools, approximately 400 and 180
students are of Hispanic origin.
The percentage of Hispanic students in all other schools is even more conspicuous
considering that they range from 56% all the way to 98%. The data also illustrates that
being of Hispanic origin does not necessarily mean that a child qualifies for
ESL/bilingual services. For example, informant E's student population is 98% Hispanic
but only a 22% of these students receives ESLhilingual services. It is easy to see that all
schools have both a notably large number of Hispanic students, and a large number of
students who qualify for and receive ESLhilingual education services.
Informants also reported that their schools offer some type of ESLhilingual
program to address the educational needs of the considerable number of language
minority students who qualify for ESLhilingual education services. Most schools have in
place different modalities of ESL/Bilingual education programs. Table 5 shows a
componential analysis of these programs.
The table indicates that seven schools have full-time bilingual programs. A full
time bilingual program is defined by the New Jersey State Department of Education as a
program of instruction in all subjects which a child is required by law or rule to receive,
to be administered in the native language of the limited English proficient student and
also in English. Students attending full time bilingual programs are also entitled to

receive an additional period of ESL instruction, which usually takes place outside the
bilingual classroom (New Jersey Department of Education, 2008).

Table 5
Componential Analysis: Kinds of ESWBilingual Programs

SpanishLiteracy Development I Yes ( No I Yes I Yes I Yes I No I Yes I No ( Yes ( No
Dual Language Program
( No ( No ( NO ( No ( Yes ( No ( No ( No I No ( No
Informants' comments suggest that all bilingual programs are transitional in
nature, which means that the ultimate purpose of the program is to gradually move
children into English proficiency in a period usually lasting 2 to 4 years. Some
informants reported that some of their bilingual students receive Spanish literacy
development classes with the expectation that the acquisition of Spanish literacy skills
will ultimately transfer and facilitate English literacy development. Spanish literacy
development is encouraged as a means to promote the acquisition of English skills and
not necessarily as a means to develop biliteracy in English and Spanish.
Only informant E reported that her school has a dual bilingual program in place,
where students receive both native language instruction and English instruction delivered
by two certified bilingual teachers. One teacher is in charge of developing math and
language arts reading and writing in Spanish, while another teacher develops the same
concepts and vocabulary in English. Another characteristic of dual-language programs is

that English language learners from a single language background are in the same
classroom with native English-speaking students. Ideally, there is a nearly 50150 balance
between LEP students and native English-speaking students, who gradually develop
communication and academic skills in both their first and second language.
Informant K mentioned throughout his interviews that he has already started
working to implement a dual program in his primary school. He asserts that his
educational background and teaching experience in the ESLhilingual education arena,
tell him that creating and implementing a dual program that fits the needs of his school is
the way to go. He has done extensive research on the subject, and he has visited districts
where the dual program modality has proven effective. He is already discussing the idea
with the teachers and parents, as well as, with the top administrators in the district.
Schools B, F, and H do not have bilingual programs but ESL programs geared to
develop students' English communication skills and content area vocabulary that students
need to perform academically. In these schools, instruction is delivered by certified
bilingual teachers who do not develop Spanish literacy but use Spanish as a means to
facilitate English instruction. For example, schools F and H have an ESL program, which
provides students with a block of 45 to 90 minutes of ESL instruction and in-class
support. This means that students remain in monolingual classes with the support of an
ESL certified teacher who might or might not be bilingual. In some cases, the in-class
support is provided by bilingual instructional assistants, who usually end up playing the
role of teachers, in spite of the fact that they are not certified as such, and may lack the
training, experience, and pedagogy to teach content knowledge to Hispanic students
(Garcia, 2002).

Informant B noted that in his school, LEP students are instructed by a certified
ESLlbilingual teacher in a self-contained classroom setting. This means that the students
are not in an inclusion setting but remain in an ESL self-contained class with an
ESLhilingual teacher. This dual certified teacher delivers instruction in English and only
uses his or her Spanish skills as a means to facilitate English instruction. In other words,
Spanish serves as a tool to clarify new vocabulary, teach academic concepts, and
facilitate students' English communication skills when needed.
In addition, in terms of students' background information it is worth noticing that
the vast majority of Hispanic students are Mexican or from Mexican descent. They were
born either in Mexico or in the United States to Mexican parents. The rest of the Hispanic
population in these schools comes from different Central and South American countries,
such as El Salvador, Dominican Republic, Puerto Rico, Ecuador, Costa Rica, Peru, and
Colombia, among others. Regardless of their origin or nationality many of these students
qualify for ESLlbilingual services because they dwell in households where Spanish is the
only language spoken.
Finally, informants noted that many of the Hispanic students who attend their
schools are American citizens, while many others might be children of undocumented
immigrants. Informants advise that it is hard to estimate the numbers of undocumented
students considering that by law, schools are not allowed to inquire about students'
immigration status. However, they are aware that many of these children are resent
arrivals; are undocumented; have no English communication skills; have little or no
former schooling; and might lack a strong academic foundation in their native language.
Thus, many Hispanic children come to the United States of America not only with

limited English proficiency but also with limited literacy in their home language, a fact
that makes principals' role as instructional leaders even more challenging.

Research Question 1: The Training of School Principals
What knowledge, skills, and experiences regarding the education of ESLibilingual
students did school principals receive during their leadership and administration training
programs, and which ones they acquired on the job?

Much of the existing literature on school leadership has focused on the crucial
role that the principal plays in setting the path for successful schools, where all children
regardless of their ethnic, cultural, and linguistic backgrounds can achieve, succeed, and
develop their full potentials. However, the current literature also indicates that principals
are often ill prepared and inadequately supported to improve teaching and learning while
managing all of the other demands of the job (Levine, 2005). The panorama is even more
distressing when it comes to principals' ability to effectively handle the challenges posed
by the special needs of culturally and linguistically diverse student populations. Existing
research on what principals learn and experience during their training programs, and what
they learn on the job about the education of ESLibilingual students is limited. Even in the
area of bilingual education and second language acquisition there is limited research that
focuses on the role school principals play in the education of ESL Hispanic students
(Howe, 1992, as cited in Gonzalez, Huerta-Macias, & Tinajero, 2002).
Apart from the staggering array of professional tasks and competencies school

principals are expected to have in their repertoire; they find themselves challenged by

their lack of understanding and knowledge of the individual needs of ESLhilingual
students, particularly due to a lack of training on diversity, second language acquisition,
bilingual education, and cultural awareness among other related fields of study, that could
certainly enhance their performance as school instructional leaders.
The dramatic shift in student demographics in the last decades surely demands
traditional methods of preparing school administrators are modified to meet the
leadership challenges posed by culturally and linguistically diverse public schools
(Elmore, 2000; Levine, 2005; Peterson, 2002; Reyes & Valencia, 1993). As public
schools become more diverse and the steady influx of Hispanic students continues to rise,
schools need to evolve and adapt to the new student population. However, schools are not
likely to change if those who lead them are not prepared with the knowledge, the skills,
the sensitivity, and the cultural awareness necessary to implement changes that satisfy the
needs of the newcomers.
Therefore, a close examination at the training of current school leaders is
necessary in an attempt to identify the types of knowledge and learning experiences
informants formally received during their training and informally acquired on the job.
What follows is an account of these learning experiences which took place before,
during, and after the informants' administration training programs.

Principals' Formal Education and Training
In the context of the research study, formal education and training will be
understood as planned deliberate classroom-based instruction, provided by trained faculty

in government-recognized institutions, such as; schools, colleges, and universities, with
the purpose of achieving the goals set by a syllabus or curriculum.
A close observation of informants' comments and insights highlighted salient
cultural themes regarding principals' formal education and training. Among those
themes, informants recurrently made reference to their Training Programs, their
Administrative Internship Experience, and the gap that exists between Theory and
Practice in school administration programs. A close examination of each of these

recurrent themes follows.

Training Programs

The school principals who participated in the study attended administrative
training programs which were varied and diverse in terms of curricula, leadership
philosophy, rigor, field experiences, and the approach to teaching and learning.
Therefore, it was not surprising to find out that these principals exited their training
programs with different competencies, ideologies, and leadership styles. Informants
highlighted the following characteristics of their training programs:
Universities attended. Most principals reported attending their administrator

training programs at educational institutions within the state of New Jersey. Many of
them completed both their Masters of Arts Degree and Administration program
requirements at the same institution. Informants A and H reported attending institutions
in California and Pennsylvania respectively.
Programs selected. An online search of the colleges and universities that the

informants attended revealed that these institutions have full NCATE accreditation.

NCATE (National Council for Accreditation of Teacher Education) is the premier
accrediting body for schools and colleges of education across the United States. NCATE
has been authorized by the U.S. Department of Education to determine which schools and
colleges meet rigorous national standards in preparing teachers, school leaders, and other
school specialists to serve children in P-12 schools. Although informants rated their
training programs as good and well organized, they believe that the programs were
superficial and too general in terms of the courses and experiences offered. Regarding
this, informant B says,
The program was good. You get the big picture, somehow. But there is so much
more that you don't actually get to see and discuss in class. I felt like you get a
taste of what is out there but you do not get to study any area in depth.
(Informant B, Interview 2)
Informants coincided that their training programs failed to provide them with a
number of skills and experiences which may have certainly assisted them in their current
positions. These missing skills and experiences include but are not limited to bilingual
education, second language acquisition, diversity, cultural awareness, supervision and
instruction, parental involvement, and data analysis among others. Informants, for
example, commented that the education of diverse student population was superficially
touched upon and many times not considered at all during their training. Informants
believe that this should no longer be the case considering that America's public schools
are more culturally and linguistically diverse than ever before. Therefore, principals
should benefit if their training programs prepared them to effectively address diversity
and cultural differences within their schools.

Courses taken. In general, informants reported taking classes such as school law,
finance, curriculum design, and school administration among other courses which are
usually part of training programs for school administrators. Considering that some of the
informants finished their training programs some time ago, they were not able to exactly
remember the courses they took, though the courses cited above were mentioned by most
informants.
When asked what classes they believed helped them in their job as school
principals, informants were able to identify classes from which they did and did not
benefit afterward in their careers. School Law was the one class that was highlighted as
very important by almost all participants. They noted that School Law is of pivotal
importance because it makes them aware of the mandates, provisions, regulations, and
legislation set by the Federal and State government. They also emphasized the
importance of being able to understand, interpret, and apply those laws appropriately in
order to conduct themselves in a legally defensive manner. Informant F captures this
sentiment among his fellow principals as follows,
If you do not have a really strong school law class, you are really playing with fire
because you really want to know what you are doing. You do not want to do
something that will cause you to lose your license. I do not want to do my job on
the basis of what I think the law should be. I need to know what are the legal
ramifications and implications of every decision I make.
(Informant F, Interview 2)
However, when asked about federal and state laws as well as policies regulating
the education of bilingual children, some informants, particularly monolingual
informants, were not aware of them. For example, they were unacquainted with
landmarks such as the 1968 Bilingual Education Act, the Lau vs. Nichols Supreme Court

Decision,and the 1975 Lau Remedies, among other major laws, policy documents, and
decisions of the U.S. Supreme Court, and other federal and state courts regarding
bilingual education in the United States. Some informants also did not know when
students are entitled to receive bilingual education; what laws address and guarantee the
education of LEP students; what it is understood by bilingual education, and the types of
programs which are officially recognized by the New Jersey State Department of
Education.
Classes on curriculum design and supervision of instruction were also highlighted
as beneficial by most informants. They are aware that as school principals, their role as
instructional leaders is pivotal to increase the likelihood of positive student outcomes.
However, some of them admitted that when it comes to curriculum design and
implementation of specialized programs for ESLhilingual students, they do not feel
confident because they never discussed these topics during their training courses.
Community Relations was also stressed as important by the informants. Most
informants regret the fact that they did not have any class on parental involvement and
community relations. Actually, only informant B took a Community Relations class
during his administration-training program. He explained that when he took this class, he
did not find it important or relevant. However, he found it extremely beneficial when he
became a principal. The class focused on the role of school principals in promoting good
relationships between the school and its community by encouraging citizen involvement
in schools, effective communication between the school and the community, and the use
of media in promoting school-community relations. Regarding this, informant B reflects,

I couldn't believe that I was taking a class on that [Community Relations] but
now that I am a principal, I know that parents and the community can make you
or break you when you are an administrator.
(Informant B, Interview 4)
Most informants concurred that their current position as school leaders demands
they get out there and show the whole community that their "tax money" is being well
spent. Many informants realized how much they needed these skills when they had to
gain their communities over to support school programs and initiatives. For instance,
informant A felt the need of these skills when he had to convince his school community
that educating ESLhilingual students required new instructional programs, more
personnel, and more resources to accommodate to the needs of these students. Other
informants, who also found themselves in the same predicament, noted that gaining their
school communities' support was not an easy task because the school communities where
they work were not prepared for the sudden demographic changes that took place in the
last 10 years.
These communities showed and still show some resistance, and sometimes, strong
opposition to the steady influx of Hispanic students. Principals feel they are caught
between the needs of their students and the demands of the community. Some principals
expressed that sometimes their schools fail to provide better services to their
ESLhilingual students because some community members are adamant to invest tax
money in programs for ESLhilingual students on the foundation that these children
should not be taught in Spanish but in English, and that many of these children are
undocumented immigrants taking advantage of the public school system, therefore no
additional resources should be allocated to educate them.

It was at this time in their careers that informants realized that they need to know
how to build up positive and mutually beneficial relationships with the community as a
whole in order to produce changes within their schools. Principals need strategies to
strengthen their public relation skills so that they can reach out different stakeholders in
the community and bring them into the schools as valuable partners.
The majority of informants indicated that they did not take any class on diversity,
multicultural education, and ESLhilingual education. Diversity issues were not
addressed or they were superficially touched upon occasionally. Only informants C and

K reported having taken classes related to bilingual education, second language
acquisition, and multicultural education during their administration training program.
These informants highlighted throughout their interviews how lucky they consider
themselves to have been able to take those classes during their training. They believe that
such training opened their minds and gave them a better understanding of what it takes to
develop a culture of care, positive learning environments, and programs that are
responsive to students' needs in terms of language, learning styles, and cultural
differences. These informants emphasized that taking those courses enhanced their
personal vision and mission as school leaders in charge of educating culturally and
linguistically diverse students. Informant C refers to her training program as follows,
I really had an opportunity to learn about philosophies, theories, and strategies on
ESLhilingual education. It is a very well detailed program. You are exposed to
current issues on diversity, culture, and polices regarding bilingual education.
You also learn about ESL; you understand the process of learning a second
language; you learn about the history of bilingual education. I think it is important
to be exposed to that type of course work because it opens your mind and

.

enhances your performance as a school leader.. You need to understand how it

works so you are better prepared to make a difference in the education of these
kids [ESLhilingual students].
(Informant C, Interview 1)
Informants G and A noted that they took some classes related to diversity and
multicultural education during their Masters programs, a M.A. in Urban Education and a
M.A. in International Education respectively, but nothing similar during their

administration training programs which they attended after they finished their Masters'
degrees.
This was also the case of informants C, E, and K, who during their undergraduate
and graduate training as bilingual teachers took classes that improved their understanding
of the second language acquisition process, bilingual education theory and practice, and
the pedagogy that works best for children who are learning a second language.
Furthermore, their leadership training as school administrators was enhanced and their
skills refined as they expanded their understanding and sensitivity of the challenges that
ESLhilingual children are faced with when entering American public schools. These
principals certainly benefited from taking classes on bilingualhicultural education for
they are able to look at the issues from a different perspective and from a more sensitive
approach to educating language minority students.

Theory vs. Practice

Most administration training programs claim they offer courses to be divided and
described as practical, theoretical, or a combination of both. The general assumption is
that learning will take place in the classroom as a result of direct instruction, followed by

a related activity or experience that involves the supervised practical application of
previously studied theory.
Informants believe that their training programs did not offer a balance between
theory and practice. They explained that too often the courses took the form of lectures
and focused only on theoretical aspects of education, leadership, and management. They
noted that there was a strong emphasis on "book-knowledge" while the application of
concepts to the actual practice was neglected most of the times. "This [focus on theory]
leaves us [principals] untrained for the multifaceted challenges of the principal's job,"
said informant A as he explained that so much theory during principals' training does not
really assist them to do their daily job. At the same time, informant A stressed that it is
actually the in-the-building and the in-the-house experience that really give principals the
training and the practical knowledge that they need to be effective. Informant D shares
this point of view as she highlights the importance of hands-on practical experience over
theory. She refers to this as follows,
When you come into this position everything is hands on, practical, and you
should be able to apply the theory into the practice. When you are here, you do
not sit and think of the famous guru that said so and so. You need to know how to
handle a situation at the moment, on the job.
(Informant D, Interview 2)
Informants stressed throughout the interviews that practical or empirical
experience is essential to learning and to doing their job as school principals; therefore it
should be emphasized more throughout principal training programs. Informants also
sustained that practical experiences should go hand in hand with the theory and concepts
that they learn in class, and that the practical skills and on-the-job applications should be

discussed and analyzed in class, as well. Informant E noted that this reflection piece is
many times missing, or is done superficially, not giving student principals the opportunity
to reflect on the experiences, and their validity in the real world. Regarding this,
informant E candidly observed,
When we had these hands on experiences, we never had an opportunity to discuss
them, and when we did, the analysis and the reflections were shallow. As an
administrator, you need to understand the impact of your decisions. I think the
reflection part was missing.
(Informant E, Interview 2)
Informants also believe that the practical experiences that followed the theoretical
piece during their training programs were not relevant or beneficial in terms of thei~
applicability to their role as school principals. Informants consider that the
implementation activities and exercises were unrealistic, impractical, and irrelevant to
what they really had to do when they became school principals. For example, some
informants noted that they never discussed issues related to ESLhilingual education and
language minority students. What works well for these students, what programs are
available, and what policies regulate ESLhilingual education were completely out of the
picture, thus leaving them unprepared to the reality of today's schools in terms of
language and cultural diversity.
Informants do acknowledge that having a theoretical background in education,
leadership, and school administration is necessary because it gives principals-to-be a
general idea and a philosophical foundation about what to be a school leader means.
However, most of them agreed that practical experience is more important and cannot be
replaced. Therefore, they sustain that practical and real like job experiences should be the

highlights of administrative-trainingprograms because that is what principals will need
when they first enter their job. Informant K eloquently captures this sentiment as follows,
Being hands on, being immersed, getting your hands dirty, pulling up your sleeve,
and living your position day to day is probably the best experience because that is
when your skills are really tested. .. Therefore, training programs should try to
provide experiences as similar as the real ones.
(Informant K, Interview 2)
Apart from giving more emphasis to the practical aspect, informants observed that
administrative training programs should equip aspiring principals with the ability to apply
the theory learned in class to real settings and situations. Otherwise, they are empty
handed when entering their first position. Informant F eloquently illustrates this point by
comparing new teachers and new principals in terms of their inability to make
connections between theory and practice.
Kids go to college to become teachers. They get a 4.00 GPA, but when they get
into the classroom, they find that what they were taught is not that helpful. Maybe
it is helpful but they cannot make the connections. The same happens with
administrators. They are in charge of a school, and nothing that they learned
seems to be useful.. .They do not know how to apply the theory to the practice,
and that is bad. Training programs should assist the students make those
connections.
(Informant F, Interview 3)
Informants commented that their lack of practical as opposed to theoretical
experience led many of them to struggle and make mistakes during their first years as
principals. On this note, informants cautioned that principals cannot afford to make
mistakes in education because the price for those mistakes can be very high, bearing in
mind that they are dealing with children and their future. Consequently, it is important

that training programs prepare principals well, in theory and practice, so they are
prepared to make sound educated decisions while monitoring their effects on student
learning (Bridges & Hallinger, 1993). This statement is illustrated by informant F, who
commented,
If it takes him [a principal] two years to learn the ropes of the job, during those

two years he cannot be 100% effective because he was learning on the job, and
many times when you are learning something new, you make mistakes. In
education, you cannot make mistakes because the price for those mistakes can be
very high. You are dealing with kids. So you have to make the right decisions.
You need to know what is best for your students. The better you are prepared and
the more experience you have, the more likely you are to do things well.
(Informant F, Interview 3)
To conclude, the research findings indicate that there seems to be a mismatch
between what principals are exposed to during their training, and the actual job-demands.
Informants feel that practical and empirical components should be given more emphasis
during the training programs so that aspiring principals get a better understanding of what
it really entails to lead a school community. Principals stressed that they were not
exposed to significant real-job demands and assignments, which school leaders are most
likely to encounter when in the principal's office. Even though they do agree that a
theoretical background is necessary, they resent the fact that they were not prepared to
make the connection between theory and practice in the real world. Informant A simply
says, "There are gaps in the training of principals that limit their ability to perform
effectively in today's culturally and linguistically diverse schools."
The disparity between theory and practice is even greater when it comes to
bilingual education and the schooling of ESLhilingual students. With the exception of a

few informants, participating principals did not get either theory or its practical
application on current issues related to ESLhilingual education. Informants noticed that
they rarely had the opportunity to discuss and reflect upon the present state of affairs
pertaining to language minority students and their schooling.

Adrninisaative Internships

The capstone of a good preparation program is a carefully designed and
supervised internship in which aspiring principals have the opportunity to have a first
hand experience as school leaders. The administrative internship, also known in
education aspracticum is the main practical component in most administration training
programs. It is a course of study designed to provide supervised practical application of
previously studied theory in the actual school setting. Ideally, strong internship models
provide candidates with an intense and extended opportunity to grapple with the day-today demands of school administrators under the watchful eye of an expert mentor
(Daresh, 2001). During this period, principals-to-be or interns are also expected to gain
"on-the-job and in-the-field" experience under the direct supervision of a practicing
administrator and a university professor or mentor. The gained experience is in turn
expected to be helpful and beneficial to the intern and his future role as a school
administrator.
The research findings suggest that informants have different views and
perceptions regarding their administrative internship experience. An account of their
prevailing opinions, sentiments, and reactions toward their experience as interns follows.

Principals ' views. While some of the informants said that their internships
provided them with some meaningful learning experiences, most informants indicated
that the internship experience was not successful when preparing them for their role as
school principals in mainstream schools, let alone in schools with high concentration of
language minority children. Participating principals stated that their internships failed to
equip them with the knowledge and skills needed to perform the leadership and
administrative functions required on the job; so much so that informant G deemed the
internship experience as "a mere requirement," that she had to comply with to get her
state administrative license.
I think it was just another requirement I needed to get my certification. It was not
really meaningful. I was lucky because I had already taken leadership
responsibilities as a teacher, so I kind of knew what it was about. But the
internship was not a big deal.
(Informant G, Interview 4)
Those interns who found the internship helpful believe it was thanks to their
mentoring principals, and to the leadership roles that they already had in their schools.
For instance, informant F was already out of the classroom serving as a dean of students.
He was able to perform and assist his principal in numerous leadership and administrative
tasks within the school. Such experience really contributed to making his internship more
meaningful and relevant to the principal's job. Informant D had a similar experience in
the context of her school. By the time she did her internship, she was already an active
participant in her school; she took on different leadership roles; and she learned different
leadership and administrative techniques from an exemplary effective principal mentor,

who actively involved her in school wide leadership initiatives. Regarding this, she
commented,
What happens is that the internship is not good enough. Now, I think they should
make it longer and much more thorough. Back then, when I did it, it was not very
helpful.. .most of what I learned was because I got involved in this small school
and because I had a great mentor, but not because of the training program I
attended.
(Informant D, Interview 1)
Principals' internship experiences. Informants stated that the experiences during

their internship were limited, and did not provide opportunities for the application of
knowledge, skills, and ways of thinking that are required to effectively perform as school
leaders. Principals' observations call for a longer, more in-depth internship, where interns
have the opportunity to get real-life experiences of what it means to be a principal in
different schools settings and with diverse student populations.
The informants' assumption is that the diversity in America's schools will
continue to increase, and school leaders will be faced with educational challenges and
expectations that they did not have to deal with a couple of decades ago. Therefore,
preparing principals to effectively address those potential challenges is of pivotal
importance, and exposing them to the reality of today's schools may facilitate their
understanding of what it takes to be an effective leader in culturally and linguistically
diverse learning communities. Informant B eloquently refers to this as follows,
I think it [the internship] should be more meaningful and more in depth. I would
make sure that interns experience what it is like to be a principal in different
settings and communities, with diverse teachers, parents, and student populations,
so they are faced with real-world problems.
(Informant F, Interview 3)

Nonetheless, a few informants had the opportunity to visit and observe diverse
school settings in terms of student population, age, and social backgrounds. In fact, most
informants only served as interns in the schools where they were already working as
teachers. Informants agreed that this lack of experience in diverse settings limited their
understanding of what is out there in terms of student population, cultural diversity, and
school needs. They also noted that they never worked or observed schools where the
population of students was mostly Hispanic and qualified for ESLhilingual services.
Some of them never even thought that they would end up in schools where Hispanics
made up the majority of the student population. Informant B explained that the shift in
demographics in his school district was so dramatic and accelerated that he was not able
to foresee the new challenges ahead.

Internship length. The data collected revealed that the younger informants had a
more prolonged internship which ranged from 3 to 6 months. Some of the older
participants, who had training many years ago, stated that their internships were 3 months
or shorter. Regardless of the length of their internships, informants acknowledge that the
length of the internship, and the time they spent in the field was not enough to expose
them to the myriads of roles and challenges principals are faced with daily.
I had to do a hundred hours, and that was not enough. As an intern, I had things to
do but as a principal, you have everything to do.. .I know it is hard when you are
already working but a longer internship would give you the big realistic picture of
what it is like to be an administrator.
(Informant B, interview 4)
Informants also believe that the time they spent in the field was extremely short.
Even principals, who did their internships in the same schools they worked at, did not

spend enough time in their role as interns, mainly because it was hard for them to get
relieved from their teaching duties. The same is true of interns who chose a school other
than theirs to serve as interns. They visited their host schools at the end of the day for 1 to

2 hours; or they limited their visits to 1 or 2 full days. Such short time did not give intems
enough opportunities to interact with their host principals and get a better understanding
of what was going on in their host schools. Regarding this informant G commented,
It [the internship] wasn't exactly a full day thing. It was a couple of hours a day. I

think I just needed ninety hours. So I did some hours here, and some hours there. I
was also working as a teacher at the time. So there was not enough time.. . So I
know the internship was not enough for me.. .I think that the internship program
should be extended because the most valuable time as an administrator is the time
when you are at school.
(Informant G, Interview 4)
Mentor. Most informants, though direct or implied statements made reference to
the role that mentors play during the internship experience. They highlighted the
advantage of having qualified knowledgeable mentors, who have a track record as
successful school leaders, and who have experience with interns in university-based
principal preparation programs. Informant D stated that "The internship is of no good if
you do not have a good mentor," in an effort to emphasize the importance of mentors as
guides, facilitators, and counselors of varied in-the-field practical learning experiences.
Indeed, poor mentoring can put future principals and school improvement efforts at risk
by limiting opportunities for broadening their perspectives of principal leadership and
school effectiveness (Southern Regional Education Board, 2007). On the contrary, good
mentors assist aspiring principals with professional growth opportunities, and provide
support by being on call to answer questions and concerns the interns may have (Klauke,

1990, Pence, 1998). Besides, effective mentors know how to structure opportunities for
interns to solve a range of school problems by allowing interns to immerse themselves in
real-world leadership experiences where they are challenged to excel; first by observing
and participating, and then by actually leading teams in identifying, implementing, and
evaluating improvement interventions (SREB, 2007). On the topic informant F adds,
If you have a good mentor and a good internship you learn faster, and you have
less headaches. It somehow shortens your path to effective leadership.. . You
really need a good mentor. Your mentor determines who you are.. . I have seen
people mentored by administrators that were not so good, and they ended up
doing the same mistakes.
(Informant F, Interview 2)
As the data unfolded, two types of mentors were identified: University Mentors
and Principal Mentors. The former refers to mentors who are members of the training
program faculty staff, while the latter refers to those principals who host interns in their
schools during the internship process.
Regarding university mentors, informant G commented that during her internship
she only interacted with her university mentor a couple of times, with the implication that
she did not receive and spend quality time with her mentor to discuss the whereabouts of
her internship. It may also imply that interns do not get frequent individual feedback and
guidance during their field experience as school principals.
As to principal mentors, informant F noted that principal mentors usually do not
exactly know what is expected from them when mentoring administrative interns. He
believes that training programs should coach cooperating principals on their role as
mentors and provide them with guidelines regarding the expectations and the conditions

necessary to provide quality practical experiences for interns. Regarding this informant F
noted.
Colleges and training programs should recruit effective principals and train them
to be effective mentors. Train them to expose the interns to meaningfd
administrative and leadership experiences. Many times the principal does not
know how to help the intern, and the intern ends up being one more burden the
principal has to deal with.
(Informant F, Interview 4)
This seems to be the case and the experience of many aspiring principals who end
up being mentored by principals who do not know how to make the internship an
enriching learning experience. Also, too ofien, it is interns who choose the principal and
the schools where they want to do their field experience. The training programs have
little control on who mentors their student principals; therefore, they cannot ensure host
principals are effective leaders who can certainly inspire and guide interns to do their best
as school administrators. Although university mentors usually meet a couple of times
with the host principals to introduce each other and briefly discuss the internship
expectations for both the intern and the principal mentor, it may be not enough to ensure
the host principals really understand what they can do to assist their interns.
Informants' comments and remarks seem to call for longer, well-structured
internship experiences where, interns have the opportunity to spend quality time in their
host schools; and participate in quality experiences that enhance their understanding of
the principal's office. The findings also imply that training programs should ensure that
interns receive appropriate support from both their university mentors, and their school
mentors. Only then, training programs are more likely to increase the odds of offering
meaningful supervised in-the-field experiences.

Principals' Informal Education and Experience

In the context of the research study, informal education and experience refers to
the education and training that the participating principals gained before or after their
administration training programs. It alludes to the competences, knowledge, and
experiences the informants attained at worksites, workshops, and at home. It may also
refer to what informants learned from colleagues, friends, and people they work with.
Informants' remarks suggest that a lot of what principals know and learn on their
own and about their job is dictated by the particular needs of the school community
where they work, and by the student population that they work with. Considering that all
the principals participating in this research study work in schools with high concentration
of language minority students, it is not surprising that informants had to learn about these
students in order to address their needs.
Informants pointed out that they learned about ESLIbilingual education and
Hispanic students from their previous experience as teachers and school administrators,
from their self-driven motivation to learn more about ESLhilingual education, and from
the on-the-job situations that required specific knowledge and skills pertaining to the
education of ESL Hispanic students. Each of these three informal learning experiences is
analyzed below in order to provide a more in depth analysis of the data.

Learningfiom Previous Experience

Informants participating in the study acknowledged that they learned about their
job, bilingual education, and ESL Hispanic students from the experiences they had as
teachers or as vice principals.

Teaching experience. Informants believe that working as teachers had the greatest
impact on their work as school principals. They agree that their years as classroom
teachers gave them confidence to face the day-to-day demands of the job. Besides, their
teaching experience with different student populations and in different grade levels from
K-12 gave them confidence that they could be effective educators in diverse
environments. Informant F believes that his background experiences shaped who he is as
a principal now, and he highlights that the "more you are exposed to different people, the
more aware you are of the similarities and differences that exist among them."
In effect, being exposed to the culture, values, and traditions of other people may
enhance principals' appreciation and understanding of diversity. The more open and
exposed they are to cultural differences,the more ready they are to understand and
hopefully appreciate the cultural diversity around them. This understanding and
appreciation of the people principals work with, will certainly allow them to comprehend
why children and their families act the way they do, and what can be done to reach them
out more effectively.
Informants also stressed that their previous experience as teachers gave them
authority and more credibility as instructional leaders. Informant G, for example, says
that her teachers are more willing to listen to her suggestions and recommendations
because they know that she was an effective teacher before she became a principal. Her
reputation as a former successful teacher gives her more reliability as an instructional
leader. Informant G also notes that her teaching background makes her more sensitive to
what teachers feel and go through every day because she knows what it is like and what it
means to be in the teacher's shoes.

Regarding the education of ESLibilingual students, some of the informants feel
comfortable serving the LEP student population because they had that experience prior to
becoming school administrators. Principals, who were former bilingual teachers, not only
went through undergraduate training in the field and worked with ESLhilingual students,
but they also had the opportunity to attend field related conferences, workshops, and
seminars throughout their teaching careers. Besides, they were able to constantly interact
and work with colleagues, supervisors, and specialists in the ESLibilingual field. Such
background gave these principals a clearer understanding of what it takes to educate
language minority students.
Informant E explains that her former experience as a bilingual teacher assisted her
in making appropriate modification to the programs in her school in an effort to meet the
needs of her student population, which happens to be 95% Hispanic, and 30% LEP. For
instance, informant E modified the ESL program, stopped pullouts, and increased ESL
in-class support for both ESL and former ESL students who were in mainstream
classrooms. She also supported and strengthened the school's bilingual program by
promoting and encouraging first language literacy development. Students were taught
how to read and write in Spanish, while they gradually picked up English communication
skills. Students were also taught academic subject matter, skills, and concepts in their
first language while they were introduced to the vocabulary they needed to express those
concepts in English. Informant E's educational background in ESLibilingual education
certainly "helped a lot and made a big difference" in her students' education. Regarding
this, informant E commented,

My understanding and my experience as a bilingual teacher and not so much as a
bilingual child provided me with the understanding I needed to facilitate teaching
and learning for those [ESLhilingual] kids.
(Informant E, Interview 4)
The research findings also indicate that those school principals whose teaching
experience was not in ESLhilingual education knew little of what can be done to
improve programs and establish learning environments that are appropriate and
responsive to culturally and linguistically diverse students. These principals believe that
they are at a disadvantage because they do not have that background knowledge to guide
and back up their decisions. They acknowledged that the large percentage of Hispanic
students, who are former or currently ESL students, compels them to learn more about
the subject by attending workshops and conferences, by canying out research, and by
having conversations with specialists in the field.

Administrative experience. Before entering the principal's office, informants
stated that they held administrative positions within their schools and districts. They
performed as vice principals and supervisors, and even before that, some of them held
other out-of -the-classroom positions such as dean of students, assistant to the principal,
and parent community liaison. Throughout the interviews, informants made allusion to
the many things that they learned about the principalship by working in these
administrative and quasi-administrativepositions prior to becoming school principals.
For instance, Informant B stated that his vice principal experience was very positive and
fruitful not only in terms of building up positive relationships with the teaching staff, the
parents, and the community but also because it allowed him to learn and develop other
leadership skills that facilitated his job as a principal later on in his career.

It was great that I had the opportunity to be a vice principal first. By the time I
became a principal, I knew how to co-chair, how to keep people on your side,
how to praise, what not to do, what pisses people off, and what makes people
happy.
(Informant B, Interview 1)
Similarly, informant F noted that before he became a principal, he was first a dean
of students, and then a vice principal. He believes that both experiences really made a
difference in his future role as a principal because he was able to work closely with the
school principal, the teachers, the students, and the parents.
Finally, informant K's previous work experience as a parent community liaison
also facilitated his job performance as a principal. As a community liaison, he was in
charge of creating and promoting opportunities for parental involvement throughout his
school district. Each school counted with a committee, which he supervised, trained, and
guided. Informant K further explained that the district he worked for as a parent
community liaison had a considerable high percentage of Hispanic parents and students.
His language ability in both English and Spanish helped him to develop positive
relationships with the Hispanic parents and to learn about the dynamics of parental
involvement, as well as the factors that promote and prevent constructive relations
between home and school. This experience served him well when he became the
principal of a school with similar characteristics because he already knew what facilitates
the involvement of parents, and the reasons for which Hispanic parents might not get
involved as expected in American schools.

Self-Driven Learning

In the context of the research study, self-driven learning refers to any type of
learning that took place as a result of the informants' self-motivation to learn more about
their job and their students. Many times informants found themselves in situations that
required specialized or specific knowledge and skills that they did not have. Therefore,
they took the initiative to learn about those areas by doing research, asking for help, or by
taking classes that would provide for the skills and content missing in their training.
Informant E, for example, believes the finance class she took during her training did not
really prepare her to deal with the monetary issues in her school. As a result, she felt the
need to take a number of courses in business administration to strengthen her skills when
developing and administering the school budget.
In terms of bilingual education, principals, who had no training in the field agreed
that they had to force themselves to learn more about the issues regarding the education
of culturally and linguistically diverse students. Much of this learning took place by
having formal and informal conversations with the ESLhilingual supervisors and
teachers in their schools; and as a result of their own research and motivation to learn
more about the ESLhilingual students and the issues they are faced with.
Most informants acknowledged that they need more experience with the LEP
student population, and they recognize their need to expand their understanding on
diversity, second language acquisition, and ESIJbilingual education theory and practice.
Two informants are attending a doctoral program with specialization in ESL/bilingual
education and school leadership and management as part of their own personal and
professional growth. Others principals stated that they try to attend conferences and

workshops on bilingual education, and that they read research articles dealing with issues
related to English language learners. Informants' desire to learn more about
ESLhilingual education seems genuine and well intentioned.
However, and in spite of informants' willingness to learn more about the topic,
the professional growth opportunities on ESLhilingual education seem to be sporadic
and scarce. Informants commented that when it comes to issues related to educating
language minority students, their school districts do not have well-established
professional development programs for administrators or the teaching staff. "I have been
here 8 years now. Though we have a bilingual supervisor now and more bilingual staff, I
cannot remember one instance when the school had an in-service day or a faculty meeting
devoted to the schooling of ESLI bilingual students. Did I try to have these in-service
workshops? Sure I did, but there were always other stuff to take care of," says informant
B as he reflects that maybe he did not try hard enough to learn more about the student
population he is serving, which makes up more than 55% of his school's student
population.
Even though some principals do their best to learn more about successful
practices, pedagogy, and methodology that work best for language minority students, it
seems that some principals fail to make this a priority in their professional development
plan. The findings indicate that principals may fail to learn more about the issues posed
by ESLhilingual students due to a number of reasons; (a) principals may not have time to
attend workshops, conferences, or take graduate classes on the subject because of their
busy schedule; (b) principals may fail to learn more about these students because they do
not consider it important or necessary; (c) principals might be unaware that there is

research that can enlighten them on what they can do to facilitate success for
ESLhilingual children; and (d) principals may find it easier to delegate the responsibility
to educate these children by relying on the ESLhilingual supervisors or coordinators in
their districts.
Some of the informants stated that they are not specialists in the area of bilingual
education; therefore, the best they could do was to trust the expertise of the ESLhilingual
supervisors and coordinators, who have the training and the background experience in the
bilingual education arena. These principals tap and trust supervisors' skills, knowledge,
and expertise to ensure positive student outcomes for the ESLibilingual student
population. It is certainly wise to delegate one's work when we know someone else can
do it better. In effect, principals should by all means delegate whenever possible, but they
should not relegate the education of ESLibilingual students simply because they are not
expert in the area. On the contrary, if they know that half or more of their student
population is classified as ESLibilingual, it would make sense they took the initiative to
learn more about these children, their culture, their learning styles, and the
accommodations that promote their academic achievement.
Self-driven learning was also observed in informants' interest to learn Spanish.
They acknowledged that knowing their students' first language could facilitate their work
as school leaders, but they clarified that they do not think that knowing Spanish could
make them more or less effective leaders. Whether they are right or wrong, no one can
deny that being able to interact and communicate in the parents' and the students' native
language is certainly an asset principals would benefit from, particularly when 50% or
more of the student population is not proficient in English. Spanish cannot only facilitate

communication but it can also allow principals to attain a better understanding of cultural
insights only native speaker of the language can understand. Besides, if principals
become bilingual, they set the tone for other employees at the school to make the same
effort to reach out parents and students more effectively. Principals who speak Spanish
have the ability to break down communication barriers and to create rapport and a more
personalized interaction with students and parents. "When they hear me speak Spanish, I
acknowledge that it is important, and that there is nothing wrong with it" says informant
K as he explains that speaking Spanish sends the message to parents and students that
their language is appreciated, and that the school is willing to accommodate to their
needs. Although learning Spanish will not solve all problems regarding the education of
Hispanic students, it is certainly a good first step into the right direction.

On-theJob Learning

Informants agreed that a lot of what they know about their roles as principals is
because they learned it in the workplace. The particular characteristics of the districts and
schools where informants decided to work influenced the type of skills and knowledge
they had to develop while on the job.
Indeed, informants felt the need to develop those competencies and skills that
they did not get during their training, and that they needed to build up in order to satisfy
the needs of their schools. For instance, the large population of ESLibilingual students
prompted informants to gain some knowledge in this specialized field of study,
particularly those principals who did not have any educational background in bilingual
education, second language acquisition, English as a second language, and cultural

diversity. Although informants' comments and remarks indicate that they are not fully
conversant in those areas, they show basic understanding of some fundamental fieldrelated concepts and research based theories. A summary of the most recurrent skills and
base knowledge gained on-the-job is provided below:
Purpose and benefits of bilingual education. Informants' observations revealed

that most informants with the exception of former ESLhilingual teachers gained an
understanding about bilingual education while on the job. For example, informants
demonstrated some basic awareness of the purpose and benefits of bilingual education;
that is, to allow limited proficient students to learn academic concepts and skills in their
native language while they simultaneously develop English communication and academic
skills. Informants also seemed to understand that bilingual education provides a smoother
transition into the mainstream class for LEP students, whom instead of being placed in a
monolingual class upon their amval to the U.S., have the opportunity to learn academic
content in their first language while they gradually pick up enough English to be able to
transition into the mainstream classroom. Informant F, a monolingual high school
principal eloquently captured the basic most important objective of bilingual education as
follows,
You just cannot take a kid and throw him into an all-English environment.
Emotionally and academically, it is not good. The child cannot learn content
because he cannot understand a word of what is going on. By the time he is able
to pick up some English and know what is going on, he would have missed a lot
of content and instruction. The child would stay behind, and once that happens,
it is very difficult for the child to catch up. Bilingual education works in that
sense, it allows the child to learn content in his language as he learns English.
(Informant F, Interview 3)

It is worth noticing that monolingual informants always referred to bilingual
education as a means to facilitate children's transition into the mainstream classroom.
These informants did not make any reference to bilingual education as a means to
develop and maintain students' native language and the acquisition of true bilingualism.
There was a prevailing feeling among these informants that bilingual education should be
a temporary phase for children to acquire enough English skills to join the mainstream
student population.
Understanding of the Ydlanguage acquisitionprocess. Monolingual informants

reported that they never thought about second language acquisition up until they found
themselves in schools where the majority of the students were Hispanics and received
ESLhilingual services. These informants admitted it was on-the-job that they learned that
it takes five to seven years to leam a foreign language. Some informants showed basic
understanding of the second language acquisition process that ESL students experience
by comparing it with the natural language acquisition process that children go through
when acquiring their first language. Informants seem to be aware that second language
learners go through a silent period, during which children do not generate language but
are working hard making sense of the sounds they hear in the second language; the same
process infants go through when acquiring their first language. Most informants were
acquainted with this process, but some of them did not know the time it might take
children to start producing language.
Stephen Krashen, among other researchers of second language acquisition,
found that the silent period alone may take from three months to a year depending on the
child, while language emergence and speech production may take from 2 to 3 years

(Krashen, 1982). Also, infom~antswere unaware that language emergence and fluent
speech production usually does not translate into proficiency in content and academic
language skills, which may take 5 to 7 years to be developed (Cummins, 1984,
McLaughlin, 1992). The process to achieve academic proficiency may even take up to 10
years if all of the schooling takes place in the second language (Collier, 1995).
While informants do show some elemental understanding of the second
language acquisition process, they still embrace some widespread misconception
regarding second language acquisition. Informants believe that the younger a child is, the
easier it will be for him to l e a a foreign language; therefore, children should be
immersed into English as early as possible. Informant H shares his thoughts and beliefs
regarding the second language acquisition process as follows,
It is easier to learn a language in the earlier years for a variety of reasons, either
biological or environmental. If you are going to learn a language, it is much
better if you put children in an acquisition program during the elementary and
middle school level, while the brain is still developing and the parts of the brain
that deal with second language acquisition are still open or ready to acquire the
new language. It also depends a lot on the child's motivation.
(Informant H, Interview 4)
However, research on second language acquisition has proven that young
children do not learn a second language as easily and quickly as many people believe
because children lack the contextual experiences and memory techniques that
experienced learners use. Although younger children tend to acquire a better
pronunciation and a native-like accent, there is no empirical evidence that the younger the
child, the more skilled she or he will be in acquiring a second language (McLaughlin,
1992).

English communication skills and academic English skills. After working in
schools with a considerable number of ESLhilingual students, some informants came to
the realization that having communicative skills in English does not necessarily correlate
with having English academic skills. This discrepancy between oral communication skills
and academic language draws attention to the very different time periods typically
required by immigrant children to acquire conversational fluency in English as compared
to grade-appropriate academic proficiency in the same language (Cummins, 1981).
It was Jim Cummins (1979) who introduced the acronyms BICS and CALP to
refer to the distinction between basic interpersonal communicative skills and cognitive
academic language proficiency respectively (Cummins, 1979). The former is often
acquired to a functional level within 2 years of initial exposure to the second language,
whereas the second usually requires at least 5 years to catch up to native speakers in
academic aspects of the second language depending on the students' age and native
language literacy (Collier, 1987; Cummins, 1981; Klesmer, 1994).
For example, a LEP student may converse comfortably in English but not be able
to read and write at a similar level. Research suggests that it can take up to 5 years of
English language instruction before a LEP student is be able to read and write
proficiently in academic language. Research also indicates that LEP students who have
little or no prior education and who may be illiterate in their first language may take 7 to
10 years to achieve grade level proficiency (Thomas & Collier, 2002). Achieving
academic fluency is a long, gradual process that is strengthened with effective
instructional strategies (Cummins, 1979; Peregoy & Boyle, 2005).

Informants noted that they are aware that failure to take into account students'
conversational fluency (BICS) and academic language proficiency (CALP) may lead
educators to misplace bilingual students by exiting them too prematurely from the
ESLhilingual programs. Regarding this informants H, a monolingual high school
principal, comments,
Bilingual kids' ability to communicate well in English can be deceiving. The
fact that many kids speak or understand English does not mean they can
perform academically. Reading and writing a foreign language is much harder
than just speaking it.. . It is very easy not to identify those kids and misplace
them in the mainstream classroom on the basis that they speak English well.
(Informant H, Interview 4)
Some informants also observed that they are aware of the distinction between
BICS and CALPS, and on that premise, they make the effort to provide students, who
exited the ESLhilingual program, with native language support. Such support certainly
eases their transition into an English-only setting.
Language barrier versus learning disability. As part of their own experience as

school principals, informants came to the understanding that students whose first
language is not English often run the risk to be misclassified and misplaced. ESL students
are usually referred for special education services because their limited language
proficiency is mistaken with a learning disability. Many of these students end up
misclassified and labeled as learning disabled, when in fact, they are just struggling to
learn English; or vice versa, they are not classified for special education services when
they really need it, on the belief that they are just experiencing a hard time adjusting to
and learning the English language.

Research on LEP misplacement sustains that LEP students have historically
been overrepresented in special education classes due to a lack of a well-designed
assessment process and a lack of guidance from state education agencies on special
education referrals and procedures (Crawford, 1997). Similarly, informants highlighted
that a lack of appropriate human resources was another reason for which the
misclassification and misplacement of LEP students occurred. Usually, informants say,
well-intentioned school personnel, who are not equipped to discriminate between a
language barrier problem and a learning disability, end up referring and classifying
students for the wrong reasons.
Informants, therefore try to scrutinize more carefully all the referrals they
receive from the teachers in their schools, and they try to get bilingual specialists to carry
out the pertinent tests and evaluations before classifying a child in need of special
education services. Informant G reports that she makes sure struggling children get all
types of interventions and accommodations before they are referred to the Child Study
Team. She eloquently describes this complex and lengthy process as follows,
It is usually in second grade that you start realizing that something might be
wrong with a child. It takes time to determine whether it is a language or a
learning problem.. . To determine what the cause of the struggle is, we do
language assessments and academic assessments before we refer the child to the
Intervention and Referral Services. Once the child is referred, we do more
interventions to help out the child. Maybe the child needs another ESL period to
keep up or more time with the English language. Maybe the child needs tutoring
before or after school or one to one attention. So we try different things before
the child is classified or referred to the Child Study Team. We try to provide all
types of accommodation to be sure there is more than a language problem.
(Informant G, interview 4)

Importance o f f h t language development. Some informants reported that not

long ago, they learned about the importance of developing students' home language as a
means to develop English literacy skills. Prior to working in a school with a large ESL
Hispanic population, they did not understand how developing literacy skills in the first
language could assist ESL students acquire literacy skills in the second language. After
doing research and talking to bilingual teachers and other experts in the field, informants
comprehended that children who develop literacy skills in their first language can later on
transfer those skills into English.
Cummins (2000) stated that the level of development of children's mother tongue
is a strong predictor of their second language development because children with a solid
foundation in their first language develop stronger literacy abilities in the school
language. Similarly, Stephen Krashen (1996) noted that when schools provide LEP
children with quality education in their primary language, they give them two things they
desperately need to succeed in school, that is, knowledge and literacy. The knowledge
that children get through first language instruction helps make the English that they hear
and read more comprehensible; and it gives them background information that they need
to build up new knowledge. In fact, an important strategy to foster academic success for
language minority students is to build on the background experiences they already have.
The ability of a student to make sense out of the input received in a second language
largely depends on the experiences and knowledge they have acquired through the first
language. At the same time, the literacy skills children developed in the primary language
transfer to the second language making it easier for them to read and write in English
(Krashen, 1996). Regarding this informant G comments,

Every child who comes into the country for the first time is considered port of
entry, and they are instructed in Spanish with an additional 45 minutes of
English language arts, and 45 minutes of ESL. This allows them to create
literacy skills in their native language. Skills which they will gradually transfer
into English.
(Informant G, Interview 3)
While developing and strengthening students' first language literacy skills is
pivotal to ESL students' success at school, only a few of the informants acknowledged
that their schools promote and encourage full first language literacy development. In
some cases, the so-called bilingual program consists of English instruction by a certified
bilingual teacher who uses Spanish as an instrumental tool to facilitate comprehension of
ideas and concepts. Some other schools which have a bilingual program offer first
language literacy instruction in the elementary grade levels, usually from kindergarten to
third grade. After that, students are usually mainstreamed into English classes. Informants

B, F, H, and L stated that their ESL students do not receive first language literacy
development at their respective middle and high schools.
Support services for exited ESL students. Some informants became cognizant

that ESL students who exited the ESLMingual program are not necessarily ready to
perform academically in the mainstream classroom. Informants realized that ESL
students who are mainstreamed still need in-class support provided by a certified
bilingual or ESL teacher, and that these students certainly continue to benefit from
additional ESL instruction outside the mainstream class.
Some informants noted that they try to keep their students in the bilingual
program as long as they can because they know that the development of academic
language skills in the second language may take 5 to 7 years. For this reason, they make

their best effort to ensure children develop these skills as much as possible in the
ESLhilingual class before they enter the mainstream classroom. Regarding this,
informant B shares his views as follows,
I think the Hispanic children should be mainstreamed sooner, but with the right
resources. They need an ESLhilingual co-teacher. The co-teacher needs to
modify, needs to be involved in the common planning, and in the
accommodationsto help these kids improve. 1do not think children should be
thrown into the classroom and go through immersion without support.
(Informant B, Interview 1)
However, some other informants openly stated they want their students to exit
the ESLhilingual program as soon as they can. These informants erroneously regard
signs of English oral proficiency as indicators of readiness to perform in an only-English
environment. Besides, they are still influenced by the old unfounded belief that children
will learn English faster when immersed in an all-English setting.
Even though some important learning did take place on the job among the
informants who did not receive any formal training in ESLhilingual education, there
seems to be a prevailing feeling among informants that there is much more to be learned
in order to effectively address the needs of LEP students. Informant H captures this
sentiment showing a genuine enthusiasm to continue learning, and doing his best to
educate these students.
I never had to work with the ELL population before. So the years that I have
been here have been a real learning experience. Honestly, I think I just
scratched the surface of what I need to know. So I will do my best to provide
these kids with the resources and accommodations they need to succeed in
school.
(Informant H, Interview 4)

A close observation at the comments and insights made by the informants seems
to suggest that they did gain some basic understanding of the fundamental principles of
bilingual education and second language acquisition theory and practice while on the job.
However, the research findings suggest that this basic understanding of fundamental
principles and concepts is isolated and out of context. The concepts might be there but the
ability to realize them in the actual professional practice is not an integral part of their
leadership performance. They might know the concepts; read the research; and talked to
experts in the field, but they cannot apply what they know to the reality of their schools.
Some informants learned, for instance, that recently exited ESL students still
need in class-support, but not all of these students receive such additional assistance to
transition into the mainstream classroom. They are aware that learning a second language
takes 5 to 7 years, and that oral communication skills do not equate with academic skills,
yet some of them encourage ESL children exit the ESLhilingual program as soon as
possible. Research has shown that mainly stressing English proficiency, in hopes of
overcoming students' "language handicap" as quickly as possible, is a recipe for
underachievement (Cummins 1992; Crawford, 1997).
Informants are aware that first language literacy development is central to
second language development and academic performance, however, not all of their
bilingual programs encourage it, and when they do, it is limited to a couple of years,
which might not be enough for the child to develop a strong academic foundation upon
which they can build up English academic skills. Informants are aware that ESLhilingual
students need special services and accommodation, yet their schools do not have the right
resources and the qualified personnel to meet the needs of these students. Finally,

informants seem aware that teachers and administrators often confuse LEP students'
underachievement or inattention in class with learning disabilities, speech problems, and
language disorders. Likewise, informants are aware that teachers and administrators may
also fail to identify LEP children who are truly handicapped and actually need special
services (Ortiz, 1992). That is why it is not surprising that a significant number of
ESLhilingual children still continue to be misclassified and misplaced (Crawford, 1997;
O'Malley & Valdez-Pierce, 1994)

Conclusion

None of the informants formally received training on ESLlbilingual education,
cultural awareness, and diversity during the administrative programs that they attended at
different colleges and universities. Only informants C and K, who attended the same
university, reported that their school administration program was complemented by a
parallel program on bilingualhicultural education. While they took the traditional courses
on school administration and leadership, they were also required to take additional
classes on bilingual education policy and practice and on current issues related to the
education of ESLhilingual students. Such additional course work seems to have
enhanced principal C's and K's leadership ability to effectively reach out the
ESLlbilingual population in their schools.
Although some of the informants did not take these additional classes during their
administration training, their former experience as ESLlbilingual teachers, and their
undergraduate and graduate studies certainly assisted them when they stepped into the
principal's office. The data indicate that principals who received formal training on

bilingual education theory and practice, andlor had experience teaching ESLhilingual
students seem to have a more thorough understanding of what it takes to educate
language minority students in terms of accommodations, instructional delivery,
expectations, curriculum development, learning styles, cultural differences, and language
development among other factors closely related to the education of these students.
The research findings also point out that those principals who lacked formal
training on ESLhilingual education believe that they are not appropriately prepared to
address the challenges posed by the LEP students in their schools. These principals
acknowledge that their lack of training and experience with ESLhilingual students places
them at a disadvantage because they always find themselves having to rely on other
people's expertise to get things done in their schools. For example, informants who did
not have any formal training in ESLhilingual education, second language acquisition,
diversity, and cultural awareness, believe that they are not prepared to design, implement,
and assess programs for ESLhilingual students.
In addition, the research findings highlight that those principals who had formal
training and experience in the bilingual education arena seem to take a more active role in
the development, and implementation of programs for language minority students. These

principals seem more aware of what needs to be done to establish a school culture that is
responsive and sensitive to the needs of the student population they serve. They are able
to make suggestions and institute programs of their own that ensure meaningful
instruction, facilitate English language acquisition, and the attainment of academic
concepts in all content areas.

In conclusion, there seems to be a need to change the traditional approach through
which school principals are prepared. It is time educators and school administrators
realized who their customers are and how they can serve them better. There is a call for
schools to accommodate to the needs of the ESLhilingual student population considering
that it is not longer valid the notion that because they are in America, they should
accommodate to us. On the contrary, it is ow responsibility as educators to do our best to
ensure quality meaningful education for these children, who are faced with the double
task of learning a new language and meeting the academic standards set by the school
and the state of New Jersey.
Therefore, it seems necessary that principals and teachers in schools with high
concentration of ESLhilingual children make the serious commitment to learn more
about Hispanic children, their backgrounds, their culture, and their learning styles. It is
also necessary to develop a sound understanding of the theory, practice, and research
available on bilingual education, and high performing schools educating ESLhilingual
children. Principals' who actively engage themselves in learning more about Hispanic
students, and who make it an integral part of their professional development plan, are
certainly more likely to enhance their skills as school leaders; as they will be better
prepared to make appropriate decisions, provide the right accommodations, and
implement the proper programs for ESLhilingual students.

Research Question 2: Principals' Suggestions to Training Programs
What competencies, knowledge, and experiences do principals recommend training
programs should offer to effectively prepare future school principals to face the
challenges posed by culturally and linguistically diverse student populations?

The research findings highlighted a number of provisions that could certainly
improve the quality and relevance of the learning experiences offered by current
administrative training programs. A range of critics, including principals themselves,
have raised a series of concerns about the quality and effectiveness of the leadership
preparation typically provided at university-based programs and elsewhere (Murphy &
Forsyth, 1999). The argument revolves around the fact that the training is disconnected
from real-world challenges and expectations that the principal is faced with at school. In
other words, typical leadership programs in graduate schools of education are out of
touch with the realities of what it takes to run today's school districts (Farkas et al.,
2001). In addition, critics argument that the knowledge base is weak and superficial; the
mentorship and internship processes often lack depth or opportunities to test leadership
skills in real situations; and the curricula fail to provide a foundation on effective
teaching and learning for diverse student populations.
The school principals participating in the study raised similar concerns to those
posed by the research on principal training programs. Throughout the interviews,
informants noticed that their programs failed to provide them with the knowledge
grounding, competencies, and experiences that would have prepared them better to face
the challenges posed by culturally and linguistically diverse students.

When asked what they thought could improve the preparation of future school
leaders, informants came up with a number of suggestions that could help school
administration program to develop effective school leaders capable of addressing the
needs of diverse student populations. Such suggestions could also alert school district
administrators about the gaps that exit in the training of school principals, and about the
ways in which they can assist new principals cope with the demands and challenges
posed by today's culturally and linguistically diverse schools. Table 6 presents a
summary of these suggestions, which if considered, could certainly enhance the training
of future school leaders by promoting life-long learning activities tailored to meet
individual needs at various stages of a principal's career (Peterson, 2002; Young, 2002).
Table 6
Informants' Suggestions to Administration Training Programs

Internships, Mentors, and Practical Experience

Informants noted that aspiring principals could benefit if training programs
provided them with longer, more in-depth internship experiences. They also call for

knowledgeable skilled faculty members, who can certainly provide aspiring principals
with meaningll learning experiences in the classroom as well as in the field. Informants
plead for more pertinent, and significant practical experiences that are closely related to
the theory learned in class, and experiences that will allow novice principals to apply
knowledge, make connections between theory and practice, and develop skills, they will
need later on, especially during their first year as school principals.

ESWBilingual Education, Second Language Acquisition, and Cultural Awareness

Taking into consideration the fact that the research study focused on principals
that were in charge of schools with noteworthy number of limited English proficient
students, informants found it important for training programs to provide courses on
bilingual education, second language acquisition, English as a second language (ESL),
and cultural awareness. Even though informants understand that it is not possible to
expose principals to everything during their training, they sustain it would be sensible to
provide some type of foundation courses dealing with issues related to ESLhilingual
education and the students receiving these services. Today's increasing influx of
language minority students requires principals exit their training programs with enough
knowledge, competencies, and experiences that facilitate their work with these students.
Developing skills and competencies in ESLhilingual education, second
language acquisition, cultural sensitivity, and awareness can certainly assist principals to
cope with the challenges posed by these students. Even those principal trainees who
already have some background experience in these areas can benefit from courses on
ESLhilingual education during their training as school leaders because the issues will be

studied and revisited from the school principal's perspective. "One thing is to experience
it [the issues] as a teacher, and another thing is to be on the other side as an
administrator," says informant E as she explains the importance of having this
background knowledge to develop a better understanding of the issues regarding
ESLhilingual education. Informant E also pinpoints that the U.S. student population will
continue to become more and more culturally diverse; and that the Hispanic population
will soon be the largest minority group in the nation as projected by the U.S. Census
Bureau (U.S. Census Bureau, 2008). Therefore, administrators should benefit if they were
prepared to design, implement, and asses programs that best satisfy the needs of
ESLhilingual students. Although informant E understands that not everyone might end
up working in a school with high concentration of LEP students, she remarks that it
cannot hurt anyone to be exposed to the theory and practice of second language
acquisition, ESLhilingual education, and cultural diversity. In reference to this,
informant E commented.
It [ESLhilingual education training] will certainly help anyone who works with
ESLhilingual students. They need this knowledge in order to design programs
for LEP students. They need an understanding about second language
acquisition because they are the ones who are going to be making decisions
about how to provide instruction... So it will not hurt anyone in the business of
teaching children to have an understanding on how a second language is
acquired, and what impact it has in brain development. It would be great if
everyone understood how you learn a second language, how long it takes, and
what works best for those students to learn a second language more effectively.
When it comes to learning the culture.. . getting the big picture during their
training will not hurt anyone, as well. As an administrator, I do not remember

having cultural courses.. . But it is very important to understand the differences
in the culture, and the impact it may have on learning.
(Informant E, Interview 4)
Informant K emphasized that principals need to be able to make the right
decisions in terms of programs, resources, and accommodations for the ESLhilingual
children they serve. Besides, he implied that having background training in
ESLhilingual education and cultural awareness can prevent principals from making
mistakes that can seriously hurt children in the long run.Too often principals make the
wrong decisions, select the wrong programs, and provide inappropriate services to their
ESLhilingual students not because they want to, but simply because they do not know
what is best for ESLhilingual students. On this note, informant K elaborates more as
follows,
If they [principals] are going to be making decisions that will impact children's
lives, then they should have enough ammunition and knowledge to make the
right decisions and implement the right programs for them.. . If you are going to
be in a building such as this, you need to be aware of what works best for this
population, otherwise your lack of knowledge will end up destroying lives
down the road.. . So I try to do my best to serve and address the needs of these
children. They are the future, and my legacy is to help them succeed.
(Informant K, Interview 4)

Instructional Leadership

The school principal continues to be of pivotal importance to the improvement
of schools (Heck & Marcoulides, 1993; Keller, 1998; Krug, 1993; Portin, Shen, &
Williams, 1998), and his role as instructional leader is critical to the improvement of
teacher performance (National Staff Development Council, 2000). Informants' comments

and remarks suggest that school principals, as instructional leaders, need a solid
theoretical and practical foundation on supervision, effective instruction, and teacher
evaluation (Murphy, 1992). They also need knowledge of effective practices in terms of
pedagogy, curriculum, and professional development in order to improve teaching and
learning, and promote professional growth among teachers. For instance, some
informants explained that when they visit the ESLhilingual classes in their schools, they
feel limited in their ability to assist teachers improve instruction because they do not have
training or experience in the field. While they may be able to provide general guidelines
and directions on effective teaching, they are not able to further develop the expertise
knowledge that bilingual teachers already have. Similarly, they feel unprepared to
enhance the performance of monolingual teachers working with former ESL students.
Some informants noted that many times, they enter ESLhilingual classrooms with an
open mind, but they are unsure of what to look at or how to intervene when needed.
Informants consider that their role as instructional leaders is somewhat restricted because
they are unacquainted with the effective practices, instructional techniques, and
methodology that work best for ESLhilingual children.
Monolingual informants also mentioned that their inability to understand
Spanish further discourages them fiom going into the bilingual classroom. While they
can get the gist of the lesson, and the type of instruction that is taking place, one
informant noted that it is hard to fully understand of the lesson, its purpose, and quality.
Informants' comments further suggest that principals who are monolingual, and who do
not have background knowledge and experience in ESLhilingual education tend to visit
bilingual classes only during informal walkthroughs. They try to avoid visiting these

classes for the purpose of doing formal observations and evaluations. They seem to feel
more comfortable when delegating these tasks to the bilingual coordinators, supervisors,
or vice principals in their schools. Therefore, the research findings suggest that aspiring
principals would benefit if administrative training programs provided them with more inclass and in-the-field training on supervision of instruction of the special programs that
might be housed in the school site. Also, getting some background knowledge on
ESLhilingual education methodology could certainly enhance their competencies as
instructional leaders.
In an attempt to ensure that principals-to-be get a sound theoretical and practical
preparation as instructional leaders, informant F suggested the creation of a provisional
administrative license for trainees to be able to perform as principals during their
internship experience. Although he does not give details about the legal implications of
such an administrative license, the idea seemed interesting and worth noting. Informant F
explains that during the internship, there are things intern principals can do, and things
they are not allowed to do. Having a provisional certificate would allow interns to have
access to more meaningful and relevant experiences within the school. For example,
informant F noticed that trainees rarely have the opportunity to actively participate in the
observation and evaluation process of teachers due to privacy, legal, and teachers' union
constraints. Thus, interns fail to get and develop a comprehensive understanding of the
supervision of instruction, and the teacher evaluation process during their pre-service
training.

Parental Involvement

Informants also made reference to the importance of bringing parents into the
school, especially those parents who might not be familiar with the American school
system. Most informants admitted that they wish they had taken a class on parental
involvement during their training. They noticed that principals should enter their schools
with the conviction that parental involvement is important to improving learning
(Jacobsen, 2001), and that the partnership and trust among schools, parents, students, and
the larger community is pivotal for highquality education (Schneider, Teske, &
Marschall, 2000). The research findings highlight that the issues and the benefits
regarding parental involvement and community relations are so important that principals
would benefit if at least one course on the subject was offered to them as part of their
training. Informant K eloquently puts into words the need to make parental and
community involvement an integral part of administration training programs.
I strongly believe parental involvement should be a component of the training
program. Now, we know that parents play an important role in their children's
educational success. So we should enter the profession knowing about that. If it
is so important why wait till you find it out by yourself when you are in the
position.
(Informant K, Interview 3)

Data Analysis

In addition, informants suggested that new principals would certainly benefit, if
administration-trainingprogram incorporated a "data analysis" class in the program
syllabus because today's schools demand data-driven administrators. In an era of high
stakes accountability systems, principals are held responsible for their school outcomes.

The No Child Left Behind Act of 2001 requires schools across the nation make Adequate
Yearly Progress (AYP), especially in math and language arts. These strict accountability
requirements have brought ESLhilingual students to the front line, considering that the
law mandates that ELLSare included in the state assessment systems, and that their
scores are counted towards a school's AYP.
Nowadays, school principal are expected to have familiarity with research and
data analysis to examine, evaluate, and interpret test scores, s w e y results, educational
statistics, and other types of quantitative information. This ability to disaggregate and
interpret data allows principals to identify an effective course of action by using data
constructively to improve teaching and learning, and by making well-informed decisions
that facilitate student achievement. Tucker and Codding (2002) suggested that
preparation programs should stress the principal's role as the driver for positive outcomes
and highlight the crucial use of data for setting goals, monitoring progress, allocating and
reallocating resources, and managing the school programs (Tucker & Codding, 2002).
In addition, informants believe that training programs curricula should include
lectures, readings, and practical assignments dealing with data analysis, data-driven
decision making, and quantitative research which can certainly guide instruction and
promote school effectiveness. Regarding this, informant E says,
You need to be able to analyze data to improve instruction... Data and test
scores are your feedback. They tell you if what you are doing is effective.
(Informant E, Interview 4)
Informant E's ability to analyze and interpret data combined with her expertise
knowledge in bilingual/bicultural education has sewed her well to make appropriate
decisions and modifications regarding the ESLhilingual program in her school. The data

she got from test scores dictated what accommodation and adjustments she had to
incorporate in the ESLibilingual program. For instance, she provided additional ESL
instruction to students who were bilingual but were placed in monolingual first and
second grade classes. A close examination of their test scores and her expertise on second
language acquisition showed her that many of these students were struggling at school
because they did not have enough time to develop language academic skills in the second
language. However, she needed data to confirm her presumption. She had these students
assessed with the NJ ACCESS language proficiency test for LEP students, and the results
were staggering. The data c o n f i e d her suspicion that these students had been
prematurely immersed into an all-English setting because their oral communication skills
had mislead teachers to think that they were ready to perform academically in the
mainstream classroom. Regarding this, informant E commented,
These kids were not ready for the mainstream classroom. They should have
been placed in a bilingual classroom, or they should have least received ESL
support to assist them develop their academic language.
(Informant E, Interview 2)
A close look at some actual ACCESS test scores (see Appendix D) provided by

informant E confirms that students' orals skills, that is, speaking and listening, are usually
much more advanced than their academic performance in reading and writing tasks. This
type of data sewed informant E to make appropriate interventions to assist the struggling
students, and to educate teachers, and district administrators to avoid exiting their
bilingual students too soon from the ESLibilingual program on the assumption that oral
communication skills translate into academic performance.

Personnel Issues

Moreover, informants suggested that school leaders would benefit from courses
related to the handling of personnel issues in terms of the hiring, and firing of teachers.
Considering that, school principals are expected to play an increasingly more active role
in ensuring teacher quality in their schools, it makes sense they are prepared to hire,
induct, and evaluate personnel in a sensible manner (Hess and Kelly, 2007). "I try to hire
the best I can get for what I am looking for," says informant C as she comments on the
importance of being able to identify and recruit qualified candidates.
Informant K commented that academic qualifications cannot be the only criteria
for teacher recruitment and hiring because it does not guarantee effective teaching and
learning. Regarding this, he remarked, "I have teachers who are highly qualified but they
are not doing highly qualified stuff in their classrooms." Therefore, informant K suggests
that training program should provide new principals with effective tools to identify and
recruit potential effective teachers. The hiring of teachers should not only rely on
teachers' academic qualifications, but also on teachers' personality traits, education
philosophy, and background experience in order to determine if they are a good match to
the school, its students, programs, culture, and expectations.
Moreover, informants suggest that training programs should equip aspiring
principals with effective tools to not only hire, evaluate, and reward effective teachers,
but also to identify, and terminate ineffective ones. It is when teachers are not performing
to high standards that principals are faced with the tough decision to let teachers go. Even
though the removal of a teacher is used as the last resource, principals believe they have
little or no knowledge on what needs to be done to get rid of an ineffective employee. For

this reason, training programs should include courses that deal with the central
management responsibilities of hiring, identifying, and rewarding good employees; as
well as identifying and removing ineffective ones. Informant F believes it is very
important to know about "these things," otherwise many principals allow inept teachers
to stay, simply because they do not know enough about the dismissal process. Informant
F does acknowledge that he received some training on the termination of incompetent
teachers, but he explained that it was not enough for him to complete the process on his
own. He had to gather more information by doing research, and by consulting various
sources within and outside his school district. He was determined not to allow ineffective
teachers to hurt students. Regarding this he commented,
Probably one of the most important courses was one class dealing with
personnel and on supervision of instruction... This class taught me how
important it is to leave a paper trail for teachers who are not doing their job.. .
So, I did get some training in that, but unless you apply it, or you are given
situations, or actual simulations, you do not really understand it.. . I had people
tell me I was never going to get rid of a tenured teacher. Well, I wasn't buying.
I researched and talked to the personnel people, and to my supervisor, and to
some of my colleagues, and I did it in a way that it would stand up in court.
(Informant F, Interview 3)

Discipline and Teacher Motivation

Finally, informants observed that principals-to-be would benefit from courses
on discipline and teacher motivation. Regarding discipline, informants believe that theory
should come hand in hand with experience. Informants highlighted the importance of
aspiring principals to get familiar with strategies that deal with student discipline. They

suggested the inclusion of activities that are likely to enhance trainees' student discipline
management skills, as well as strategies and techniques that can assist them improve
student behavior. Informants also suggested the adoption of different approaches when
disciplining children from diverse backgrounds.
On the subject of teacher motivation, informants stressed their desire to learn
motivation techniques, and approaches to inspire and stimulate teachers to do their best in
their classrooms and in the school. Taking into consideration the fact that there is a close
relationship between teacher motivation, teacher performance, and students' outcomes, it
seems necessary that principals are cognizant of what matters to teachers, and what can
best motivate them for sustained professional growth and improvement.

Conclusion
Informants' observations certainly address and point out various areas they did
not feel confident with when they first became school administrators, and which
administration training programs could take into consideration to be more effective in the
preparation of principals entering the profession. The ability to follow the
recommendations made by the participating principals can positively assist training
programs to design, and implement more effective and inclusive learning experiences.
The research findings suggest a need for training programs to expose aspiring
principals to developing knowledge that will allow them to promote successful teaching
and learning among all students. The increasing diversity in today's schools requires that
training programs equip school leaders with a range of competencies, background
knowledge, and experiences that facilitate their work, guide the decision making process,

and signal the best ways to achieve the school's vision and mission. Informants' verbatim
suggests that the inclusion of classes on second language acquisition, cultural diversity,
and ESLhilingual education theory and practice can certainly assist them to participate
more actively in the development, implementation, and assessment of educational
programs for ESLhilingual students. It will provide them not only with a more in-depth
understanding of the theory and research behind bilingual education; but also with an
understanding of the pedagogy, methodology, and instructional practices that work best
for ESLhilingual students. In addition, their role as instructional leaders will be
enhanced, as they will be able to contribute to the continuous professional growth of their
ESLhilingual teachers and instructional aides. Likewise, principals will feel more
confident to assist their monolingual teaching staff who usually lack the training and the
background experience needed to reach out ESLhilingual students.

In addition, informants noticed that school principals should benefit if they were
prepared to analyze, and interpret the data provided by test scores in order to make
informed decisions and wise choices (Knapp, et al., 2003; Waters, et al., 2003). Indeed,
the ability to interpret data can increase principals' competence to assess programs,
identify needs, measure outcomes, and provide appropriate interventions to areas and
programs when needed. It also enables school principals to provide more individualized
instruction to students who need it, track professional development resources, and
identify successful instructional strategies. Informant E, for instance, was able to read her
students' test scores, draw conclusions, and intervene accordingly. She provided
struggling bilingual students with the necessary support systems they needed to transition
into the mainstream classroom. Also, future administrators should benefit from courses

on parental involvement, community relations, and personnel issues in order to increase
the likelihood of school effectiveness, via appropriate instruction, qualified effective
teachers, and strong parental and community involvement.
Informants' comments and insights on their training as school leaders suggest that
leadership preparation matters, and that gaps in the training of future school leaders
should be addressed. If school principals are to meet the challenges of today's diversified
and multicultural schools, they need to be prepared with the right tools and experiences,
othenvise they may end up with administrative credentials but without really acquiring
the knowledge and skills needed to lead today's schools effectively (Davis et al. 2005).
Principal preparation programs that pay little attention to data, supervision of instruction,
effective practices for diverse student populations, or working with parents leave their
graduates unprepared for new responsibilities (Hess, 2007).

Research Question 3: Leadership Competencies and Character Traits
What competencies and character traits make school principals effective leaders and
managers in schools with high concentration of ESLIbilingual students?

Effective school leaders have the ability to manage schools well, to attract and
retain effective teachers, and to construct caring school cultures in which high
achievement is cultivated for all students. In addition, effective leaders influence teaching
and learning by promoting ambitious goals and fostering conditions that support teachers
and help students succeed (Togneri & Anderson 2003). Effective leaders are at the core
of every successful organization. They cooperatively generate a vision and establish a

climate for everyone within the school community to reach their highest level of
attainment while they set high standards and support instructional programs to help
students gain the intellectual skills and personal knowledge they need to achieve success
in today's society (New York State Education Department, 2003).
The literature concerning school principals also describes competencies, traits,
behaviors, and responsibilities that characterize principals as effective leaders. Although
there are numerous studies that highlight these characteristics there is scarce, if any,
research studies that examined the practices, competences, character traits, and behaviors
that make school principals effective leaders and managers in schools with high
concentration of ESLhilingual students. Therefore, this study set on the quest to identify
the character traits, behaviors, and competencies that this group of principals exhibit and
exercise to reach out school stakeholders and to facilitate the creation of high performing
effective schools for Hispanic students.

An account of the most recurrent leadership and management practices deemed
successful by informants is analyzed in detail below; followed by a discussion of the
leadership traits that informants regard as essential to develop in order to guarantee
effective school outcomes for all students. Even though most practices and competencies
are strongly interrelated and many times overlap, they are still treated separately for
purposes of clarity and organization.

Leadership Competencies

This part of the research study deals with the leadership competencies which the
informants regard as necessary to effectively perform in their schools. Throughout the

interviews the following leadership competences were highlighted: ability to multitask, to
manage time effectively, to problem solve, to make the appropriate decisions, and the
ability to be a teacher of teachers by motivating and empowering them to their best. Also,
informants made reference to the ability to ability to develop a vision and community
relations, the ability to promote parental involvement, demonstrate high expectations,
serve as positive role models, establish a positive school climate, and create a safe and
orderly school environment. These competencies are summarized in Table 7 as follows.

Table 7
Leadership Competencies

Ability to Multitask

Informants agree that being an effective principal means being able to do many
things at the same time. It means juggling a multitude of factors that unexpectedly pop up
and need to be taken care of. Regardless of the urgency or the importance, principals

report that they have to take care of everythmg from writing memos and answering phone
calls and emails, through dealing with discipline problems and parent concerns, to dropin visits, and report deadlines.
Informant K calls it "educational chaosiness" in an attempt to sum up the plethora
of concerns he is faced with as a principal. "It could be silly things, but they are decisions
that have to be made," informs participant D as she tries to convey the multitasking that
goes "behind the scene" and the pace at which she has to move to keep up with
e v e d n g . "What principals have to do is overwhelming. It is not an easy job," notes
informant F as he reflects on the demands, and expectations the school principal has to
deal with. This sentiment is shared by most of his fellow informants who agree that
everyday is frantic and unpredictable. Informant B sums it up saying, "You do not know
what is going to hit you, and where it is going to hit you." He further illustrates the
multifaceted nature of the principal's office by making reference to the constant decisionmaking principals are faced with daily, and the level of stress they have to put up with.
I am responsible for everything that goes on in this building.. . from the kid who
didn't do his homework; the bathroom that was not cleaned last night, to
someone who doesn't know how to fill out a piece of paperwork, a field trip,
anything. I am responsible from toilet paper to a big fire.. . It is tiring
sometimes and many times, you get frustrated.
(Informant B, Interview 4)
Although informants know that effective delegation can certainly ease their
workload, they seem to feel more comfortable when they do all the work by themselves.
They clarify that whenever they can, they do delegate, however there are countless
instances where delegating is not an option, which translates into many more working
hours beyond the school day. Many informants asserted that they delegate the running of

the ESLhilingual programs to the ESLhilingual supervisors or coordinators within their
school districts.

Ability to Manage Time
Informants regard effective time management as a key competence to
effectively run their schools. They agree that the school day is extremely short, and that it
is really hard to plan the day before hand. Informant K refers to this as follows,
There are a lot of things that you plan to do when you come into the building
but all of a sudden your plan totally goes through the window and your agenda
and schedule goes crazy.
(Informant K, Interview 2)
Informants also noted that many times, it is hard to prioritize what they have to
do because what they would like to spend their time on is usually taken away by the
bureaucracy and paper work to which they have to attend. Informants' remarks suggest
that principals are constantly engaged in a battle against time to keep up with the many
demands of the job, which prevent them from doing what really matters to them, that is,
assist teachers, improve instruction, and spend more time with parents and students.
Phillips (2004) defines it as a balancing act of having to juggle between various roles.
Often, more attention is accorded to managerial and administrative tasks, while that of
the instructional leader is relegated to others in the administrative hierarchy even though
the core business of a school is teaching and learning (Phillips, 2004). This statement is
illustrated by informant H, who commented,
There are so many mundane types of things that you have to do on a daily basis
and that consume most of your time.. . You just want to be out in the
classrooms, in the hallways, with parents or staff that need you. You want that,

but you can't because you are tied up with many urgent, but maybe not
important things that have to be taken care of immediately.
(Informant H, Interview 3)
Informants' comments and remarks throughout the ethnographic interviews
suggest that these principals are committed professionals who do not mind using their
personal time to get things done for the school. The multitude of things they are
responsible for, and the lack of time they find during the school day are not excuses to
give their best to the students, the teachers, and the parents they work with.
Abiliw to Problem Solve

Informants believe that problem solving is a leadership and management
competence that effective leaders posses. As principals, they are confronted with various
situations and problems. Some may require a simple answer, while some others are
challenging and demand careful thought and consideration. Regardless of their nature,
informants agree that problems have to be taken care of no matter how insignificant they
might appear to be; otherwise, what seemed unimportant and irrelevant might turn into
something serious and out of control. "You have to deal with problems as they come.
You cannot let them fester," warns informant F as he explains that the ability to problem
solve is essential for effective leadership. Informant B refers to this as follows,
Problem solving is what administration is all about. That is what you do, you
problem solve all day. You have to be able to balance it with everythmg else,
when doing community relations, discipline, and everything else. All day you
problem solve. Everyone thinks and looks for you to give them an answer.
(Informant B, Interview 2)

Abilig to Make Appropriate Decisions

"Each problem, issue, or situation demands that you make decisions about the
school, the children, the parents, and the programs," says informant A, in an attempt to
highlight the constant decision-making, principals are faced with on a daily basis. When
asked what makes them feel confident that they are making the right decision, most
informants agreed that they feel more comfortable with the decisions they make when
they know the decisions are either "student centered" or "student-driven." Regarding this,
informant A commented,
Something that I learned is that in this position, you have to be child centered. I
think that when I first became a principal in this school, I was teacher centered.
My priority was to please teachers and staff, and a lot of times my decisions
were centered around their needs, and what they wanted as opposed to what was
best for the students. So now, I always ask, how does this affect the child? And
that is how I go about making my decisions.
(Informant A, Interview 1)
The implication of informant A's comment suggests that principals, especially
new principals, may tend to place teachers first in their list of priorities. Having a happy
staff is without doubt a plus and should be pursued at all times by school principals.
However, pleasing teachers should not be at the expense of students' well being.
Informant A clarifies though, that he does care about what people think and feel, but
when making decisions he just places those feelings last in the list. His only focus is what
is best for the students, and he is cautious not to follow or support people's personal
agendas, which might not be in the children's best interest.

Informant B shares the same approach to problem solving and decision-making
as he agrees that an effective school leader is able to step away from everything, look at
the big picture, and make decisions which are beneficial to all students.
I try to make decisions that are sound and in the best interest of the kids. I think
that the ability to step back and think; and not act on emotions, or biases is key
for being an effective administrator. As an administrator, you have to stop and
think what will be best for the students.
(Informant B, Interview 5 )
Informant C says that as a principal she tries to listen to what teachers have to
say as much as possible before making a decision. Nonetheless, she is also aware that
sometimes consultation is not an option because some situations require that she makes
her own decisions. In reference to this, informant C says, "Leader sometimes have to
make their own decisions, but whenever possible they should listen to what others have
to say." Informant G also agrees that when making decisions principals have to listen to
the different perspectives and opinions within the school building. Even though it might
be difficult to make a decision that will be fair to everyone in the school, a consensus
among most stakeholders should he pursued at all times.
You have to look at the entire picture from a global perspective.. . you have an
entire school to listen to before making a decision ... you want to try to bring in
fairness, and you want to make sure everything was done without special
consideration to any group in particular. You as the principal want to hear all
the different perspectives, from all grade levels and departments, and programs
so you have all that information before you finally come to some kind of
consensus on the decision to be made.
(Informant G, Interview 2)

Informant G further reminds that a decision will not please everyone one
hundred percent; however it is up to the principal to lead everyone to understand the
reasons for which a decision was made, whether teachers agree with it or not. "I want to
let them see and understand the rationale behind each decision I make," says informant G
as she explains that teacher, students, and parents are more likely to support school
decisions when they understand the reasons behind those decisions.
While giving a rationale for a particular decision could be as simple as
explaining to teachers why it is important for them to write down the New Jersey Core
Curriculum Content Standards in their lesson plans, there are instances when principals
really have to spend time and energy to justify the rationale behind a decision or a
regulation set by the school or the district. For example, informant A spent endless hours
in staff, administrator, and parent meetings trying to explain and justify why his school
had moved into bilingual education to address the needs of the increasing ESL student
population in his school. While the reasons might be obvious, not everyone in the school
community understood why bilingual education was the best choice to educate limited
English proficient students.
Lastly, informant K, the first bilingual Hispanic principal in his school district,
also felt compelled to justlfy a series of changes he made when he started working in his
school. At every meeting or event when parents and community members visited the
school, he addressed the audience in both Spanish and English. Some staff members,
parents, and community representatives complained he should not be translating, but he
made sure everyone understood that his job was to facilitate effective communication
with everyone within the school community. He stated that it was not fair to deliver

important information only in English when the audience was primarily composed of
non-English speaking Hispanic parents. He also experienced opposition from teachers
when he decided to hold parent conferences and important school events on Fridays only.
Teachers argued that Friday was not a good idea for parent conferences because everyone
was tired and ready to go home. Informant K explained that Fridays was the most
convenient day for parents to come to school and participate in school events, so it was
the school's responsibility to accommodate to their needs. If the school really wanted to
promote parental involvement, then it was important to accommodate to the time and day
that worked best for most parents.

Ability to be a Teacher of Teachers
When asked what makes their schools effective, informants highlighted their role
as instructional leaders. Although most informants find it hard to find a balance in their
role as manager-administrators and instructional leaders, mainly due to lack of time and
increased paper work; they make their best effort to pay more attention to what they
believe is their primary responsibility: effective teaching and learning.
Informants put a lot of emphasis on quality instruction that challenges children
to use reasoning, critical thinking, and problem-solving skills, as well as quality lesson
plans which relate to students' lives, and which motivate them to take an active role in
the learning process. Informants also emphasized the importance of doing informal
classroom walkthroughs during the school day to ensure that quality instruction is taking
place. Informants believe that being visible throughout the school allows them to identify
strengths and weaknesses of the school's instructional program. They gain a better
understanding of what students and teachers are doing to achieve the academic and

professional expectations set by the school community and the state of New Jersey.
Principals also noted that they are constantly celebrating and encouraging fine teachers to
continue the good work, and they are constantly in the look out to refine the skills of
those teachers who are not being effective to their full potentials.
Informants' responses indicate that they see the observation and evaluation
process as an opportunity to promote teachers' professional growth. Some informants use
the Charlotte Danielson's framework (1996) for teacher observation and evaluation but
most informants use the clinical supervision approach, which focuses on the professional
development of teachers with an emphasis on improving teachers' classroom
performance (Acheson & Gall, 2002). This approach usually consists of three parts: a
pre-conference, an observation, and a post conference. During the pre-conference
principals usually let teachers know that they will be coming to observe their classes. A
time and a date is agreed upon by both the principal and the teacher. After the
observation takes place, principals provide teachers with a set of reflection questions to
be discussed during their post-conference. Most informants consider the post conference
the most important piece of the whole process since it gives teachers the opportunity to
reflect about their own teaching performance, to identify strengths and weakness; and to
devise ways to improve their instruction.
However, some informants noted that principals who know little about
ESLhilingual education might not be fully qualified to make suggestions and provide
recommendations that can improve teachers' performance when working with
ESLhilingual children. Without doubt, principals are able to offer sound advice on
approaches and techniques that apply to all students, and which can certainly help

students achieve, nonetheless when they have to provide recommendations and
suggestions that are proven to be successful for the education of ESWbilingual children,
they are not able to do so because they do not have that specialized training and
background.

Ability to Motivate Teachers
Informants concur that being able to motivate people in the work place is
essential to ensure a successful school. Participating principals agree that motivating
teachers is pivotal to ensure high quality instruction and positive student outcomes.
Throughout the interviews, informants said that motivating teachers requires the ability to
make them feel good about themselves, their work, and the contributions they make to
the school. Informants agree that they take advantage of any opportunity they have to
praise and commend teachers for their good work, commitment, and dedication to
students.
Informant E says that she motivates the teachers in her school by focusing on
their strengths. She says that tapping at teachers' skills not only builds up their selfesteem, and makes them feel good about themselves; but it also makes them feel
important, and empowered because they are able to positively contribute with their skills
and abilities to the school community. She eloquently refers to this as follows,
I am good at finding people's strengths and giving them jobs that match their
abilities. If somebody is a good organizer, and I know about it, I call that person
in.. . Somebody else perhaps, is a good money manager, so I will have that
person help with the budget. Somebody else perhaps is a people person, so I
will have that person work with different committees and with parents. So, I
kind of see what they are good at, I guide them and I put them in a position

where they can blossom.. . I develop their self-confidence and a lot of stuff is
done well.
(Informant E, Interview 2)
Informant C also believes in recognition of effort as a motivation technique that
promotes more involvement and commitment among teachers because teachers feel
appreciated and valued for what they have to offer to the school community. Regarding
this informant C says, "A reward, a thank you, a pat on the shoulder, a good job, a well
done comment of appreciation and recognition motivates the people and the organization
to move forward."
Informant K says that motivation is contagious so it is very important that the
principal also shows motivation and enthusiasm about their work as school leaders. Any
successful implementation of a new program or school initiative will largely depend on
the motivation and zeal exhibited by the school principal. Regarding this, informant K
comments, "If I do not look enthusiastic about certain programs by my gestures and
actions, people realize that I am not pushing for it, so there is no motivation for them to
push for it either." Then, informant K adds as he points to his desk,
The person who sits there has a lot of influence in the way things are
implemented or not. If he [the principal] really pushes for it, others will follow.
Otherwise, whatever the program is, it is not taken seriously.
(Informant K, Interview 2)
Informant K highlights that when it comes to bilingual education, the success or
the failure of the ESLhilingual program depends pretty much on the principal's attitudes
and behaviors toward it. Many times bilingual programs are not as effective as they could
be because school principals fail to support it. Principals' attitude, comments, and
actions, whether positive or negative, tend to be imitated by those in the school

community. When they show genuine enthusiasm, commitment, and motivation about a
new program or school initiative, teachers and students are likely to exhibit behaviors that
promote the program's success. Principals' commitment and disposition towards
ESLhilingual education can set the tone of how much or how little is done to educate
ESL students in a manner that is responsive to their educational needs.

Ability to Empower Teachers
Having the capacity and the personality to allow for shared leadership and
teacher empowerment is a leadership competence that certainly facilitates principals' job.
Throughout the interviews, informants indicated that they foster and promote their
teachers' leadership capabilities by tapping at their teachers' strengths. They empower
teachers to take an active role in their schools; and they allow them to grow as
professional. "I try to empower the people around me. I try to build their capacity and to
empower them to lead the school," says informant K. "You have to empower them to be
the heads of different committees," suggests informant C as she explains the importance
of empowering teachers by making them part of the decision-making process. This
practice increases teachers' sense of ownership and responsibility for the well-being of
the school community. On this subject informant D comments,
I facilitate, I suggest, I provide guidelines, I empower. I kind of show them the
way we need to go in a subtle way making people feel involved. I want them to
feel they are making the decisions. I make sure their opinions are valued,
regardless if you are teacher, or a paraprofessional. I ask Eddie, our custodian, a
lot of things. I know he knows about the school and the facilities more than I
do. So I ask him to make the right decision. They feel empowered, and they
support the final decisions I make.
(Informant D, Interview 2)

Likewise, informant K believes this type of empowerment is essential for
school members to be effective. He recalls when he first became an assistant principal
and how important it was for him to be empowered to grow as a professional. He uses the
same approach with his teachers because he believes that it increases the likelihood of
school effectiveness.
I had the freedom to take decisions as needed. The principal trusted me. He
empowered me, and he let me grow as a professional. My input was valued, and
my decisions respected. That was, I believe, essential for me to be effective. I
knew I had the support, the respect, and the trust of my principal. So I did what
I had to do. As a principal, I try to do the same now with my teachers.
(Informant K, Interview 4)
Ability to Develop a Vision

Informants agree that having a vision is one of the most important conditions to
be a successful school leader. They believe that having a vision that is shared and owned
by the whole school community provides a source of inspiration and direction for
teaching and learning because it helps all stakeholders to focus on what is important and
on what they want to achieve.
Additionally, informants coincide that only true leaders can achieve the difficult
task to build a collective educational vision that motivates teachers, students, and parents
to strive for high quality teaching and learning. They believe that being a school leader
goes beyond the effective running of the school. Leadership implies taking the school to a
different level in terms of achievement, commitment, and objectives. When asked what
makes the difference between a leader and a manager, most informants highlighted that
"having a vision" is the one attribute that draws the line between the two roles. Informant

E eloquently depicts the difference as follows,

I think that being a true leader goes beyond being a manager. I think being a
leader involves having a vision of what you want, of what you expect and
where you want to go. .. Only a leader will take the school some place else. As
a leader, you have a place to go and you are taking everyone with you. As a
manager, you are just managing the school and keeping it operating well. So
both are needed but only one is going to take you somewhere else.
(Informant E, Interview 4)
Ability to Develop Community-School Relations

Informants agree that as principals they are responsible for establishing and
maintaining positive relationship between their schools and their communities. They
believe the community must be aware of what takes place in their schools, therefore they
develop strategies to bring the community into the school. For example, they organize
open houses for parents and community members to visit the school; they establish
partnerships with non-profit organizations; they contact the media and showcase the
school and the districts they work for; and they involve local businesses to support and
sponsor school initiatives.
Informants observed that their schools and districts have relations with various
institutions and organizations throughout the community. These partnerships allow their
schools to provide educational, health, and social services to the whole school
community. Informants mentioned the YMCA (Young Men's Christian Association) as
one of the most salient community affiliations in some of the schools. The YMCA offers
free programs for kids, such as: free membership, after school tutoring, homework clubs,
summer camps, and other benefits to school children and their families. Some other
relations include partnerships with the local hospital, and other health care organizations,
which offer free dental and eye care, as well as preventive care. Other districts boast

positive relations with local colleges and universities that provide undergraduate students
for after school tutoring, and in class support. Some of the schools host the D.A.R.E.
(Drug Abuse Resistance Education) program delivered by local police officers across the
United States, and whose purpose is to give kids the skills they need to avoid
involvement in drugs, gangs, and violence.
Other ways in which informants support and develop school-community
relations is by actively involving senior citizens who volunteer their time to assist
teachers, students, and other school personnel. Informants also promote the publication
and distribution of their weekly or monthly newsletters to the whole community.
Informants believe it is an extremely important means to keep the community aware and
informed of what takes place in their schools. A couple of informants mentioned that
their districts use a public, educational, and governmental access channel, which is
designed to serve as a public relations tool for disseminating information to both the
community and the parents.
Some of the informants also mentioned that their districts offer adult learning
centers that provide support services to assist adults and out-of-school youth in acquiring
a high school diploma, and the basic communication, computation, career and life skills
needed to obtain employment, to be involved parents, and to be active citizens in their
communities.
Besides, informants agree that they exercise their leadership skills to obtain
donations and assistance fiom local business and organizations to support special school
events and holiday celebrations. For example, informant C stated that the fire department
donated three bicycles for the career day poster contest held in her school. She also

manages to obtain similar student incentives and rewards which are given out during
honor roll assemblies or award recognition events. During Thanksgiving and Christmas
time, informant C and her staff work cooperatively to have the community donate toys,
food, and presents for all students, who are from lower socioeconomic backgrounds.
Abilily to Promote Parental Involvement

Informants believe that promoting and establishing parental involvement is
essential to their success as school principals. They all agree that increased parental
involvement can make a significant difference in students' performance in terms of
higher academic achievement, attitudes towards school, and aspirations about the future.
This whole idea is summarized by informant D, who says, "School plus parents equals
student success."
Informants facilitate varied and numerous parental involvement activities and
events to bring in parents into the school. Some of the activities and events have an
educational purpose, and some others are more recreational in nature with the intention of
strengthening and celebrating the relations between home and school. Some informants
mentioned cultural celebrations such as Hispanic Heritage Month, African American
Month, Cinco de Mayo Celebration, International Night, spring and winter concerts,
talent show, bingo nights, Santa Breakfast, and fund raising events that the school and the
Parent Teacher Organization (PTO) put together to finance field trips, school dances,
school carnival, graduation costs, teacher incentives, and fun activities for the students.
Regarding this informant E says, "We want students to feel that this is a fun place to be,"

as she highlights the importance of making the school a place associated with positive,

and rewarding experiences, which in turn result in increased student motivation and
achievement.
Some informants explained that they get the impression that Hispanic parents
tend to come only to the recreational fun activities and events the school sponsors, and
not so much to the more serious types of informational meetings related to academic
instruction, budget presentations, and school programs. The following statement from
one of the informants mirrors this sentiment, "With the family nights which are all fun,
we fill the house, but the more serious events are not as successful" (Informant G,
Interview 1). Then informant G proceeded to explain that this lack of participation among
Hispanic parents led some people to think that these parents are less interested in the
education of their children. When asked what she thought about the matter, she clarified
that she does not believe that Hispanic parents do not care about their kids, on the
contrary, she stressed that these parents are really trying to assist their children as much
as possible, but they cannot because of their busy schedule. Informant G refers to this as

follows,
Many times these parents work more than two jobs, and it is very difficult for
them to participate in school events. Besides, after a week of hard work what
these parents want is to come, relax, and have a good time with their kids.
(Informant G, Interview 1)
Although all school events have ultimately an educational purpose, principals
highlight the importance of facilitating school events which have an explicit educational
intention. Informants invite parents to participate in family literacy night events,
workshops, and meetings geared to educate them on what they can do to help their
children succeed at school. Principals share information on effective practices that are

associated with higher student achievement and motivation at school. Some are as simple
as making parents aware of the importance of monitoring their children's time, helping
with homework, reading to their children, and discussing school matters on a daily basis.
Principals are aware that many parents are not aware of the benefits these simple
practices can have in their children's academic performance. Informant A illustrates this
point as follows,
Many times, you [as a principal] assume parents know how to assist with
homework and reading habits at home, but you are wrong. They do not know.
They might be very involved but do not know how to support their children, so
we give them ideas, we educate them how to develop reading and language
skills, how to assist with homework and study habits. We make them aware
how they can make a difference in their children's lives.
(Informant A, Interview 1)
Informants call these meetings "literacy nights" and they depict it as a night
when teachers have the opportunity to share with parents some ideas and research based
reading techniques proven to increase children's reading ability. After teachers model the
techniques, parents take turn to read to their children and apply what they learned. They
also organize workshops and discussions on discipline, healthy eating habits, and medical
issues that might affect children's learning. For example, informant G has the nurses in
her school give workshops to parents who have children with ADD (Attention Deficit
Disorder) and ADHD (Attention Deficit Hyperactivity Disorder), on how they can help
these children at home to establish proper study habits.
Informants C, D, E, and G report that their schools offer Saturday Programs to
educate parents and make them aware of the benefits of their active participation in their
children's education. The programs offer courses which parents and children can attend

together or separate. For example, while the parents take ESL classes, children can take
ballet, art, or music. They can also take classes together such as computer, cooking
through literature, math, critical thinking, science, and literacy classes among others.
Informant G boasts about her Saturday Program because it not only educates parents and
children but it also allows them to spend quality time together, a luxury they might find
hard to enjoy during the week due to their busy schedule. She also highlights her school's
literacy program, which is delivered by the school's reading specialist and is scheduled at
times that are convenient for most parents.
Informant F agrees that educating parents and making them aware of what they
can do to help their children is extremely important, but he suggests that the school-home
partnership should go beyond that. He thinks that parents' responsibilities should be
explicitly spelled out so that parents exactly know what is expected from them.
You have to make parents aware of what their responsibilities are. Many times,
you think they know, but they do not know.. . you need to make parents aware
of what you expect from them and make them commit to support their
children's education.
(Informant F, Interview 4)
Informant A draws attention to a practice he has found to be very effective in
establishing positive relationships between home and school. It has always been the case
that a phone call from school is not good news. Such calls are usually about discipline
problems, lack of work, or failing grades. However, informant A is trying to change that
mindset among parents by making phone calls or sending letters home with positive
reports about their children.

Informant F also shares the belief that giving positive feedback to parents
increases the likelihood of establishing long lasting relations between parents and school.
He takes any opportunity to strengthen those relations by making home visits, helping out
parents in need, and by being honest and fair with them. This bond, over time, allows
parents to trust and support him as well as the teachers. In reference to this informant F
observed,
If you can get parents to believe in you, you pretty much got it all. Parents who
trust you will support you. If you have teachers and parents on your side, you
will get the kids to do anything. .. I always have something positive to say.
When they come and they need help, I help them in any way I can.. . So over
time parents leam to trust you.. . the kids know that their parents respect and
trust you.. . So they start to do the right thing.. . As a leader, this is what makes
you effective. You need to have everyone or most people working together on
your side.
(Informant F, Interview 2)
Considering that, all informants work in schools with high concentration of
Hispanic ESLibilingual students, they noticed that they often find themselves faced with
roadblocks to achieving the level of parental involvement they are looking for.
Most primary and middle school principals agree that the majority of Hispanic parents
are very supportive and concerned about their children's education. Many of them attend
school events, volunteer at the school get involved in the PTO, and other school related
initiatives. However, informants are aware that some Hispanic parents cannot get actively
involved in the school for several reasons.

Lack of time.Many of the Hispanic parents experience difficulty in finding the
necessary time to be involved in their children's education. They have to work long

hours, sometimes two to three jobs, to make ends meet. Thus, parents have less time to
spend with their children or participate in school activities. "These folks need to work
tremendous amounts of time to be able to maintain their families," says informant H as he
tries to find reasons for which Hispanic parents might not get involved in the school.
Not documented. Informants believe that many Hispanic parents do not get

actively involved in school affairs because of their immigration status. Many parents are
undocumented, and they make every effort they can "to stay off the radar" says informant

E. She also adds, "There are many things that make them fearful. They do not want to be
noticed, and I understand because it is part of their experience."
Limited literacy. Another problem principals are faced with in promoting

effective home-school relations is the fact that some Hispanic parents cannot assist their
children at home because they have limited literacy skills in both Spanish and English.
Having limited literacy also interrupts the flow of effective communication between
home and school as parents cannot read important notices the school sends home.
Informants are aware of this problem and have suggested their districts provide Spanish
literacy classes to assist those parents. However, they have not managed to have them
implemented.
No transportation. Informants are aware that many parents might not show up

to school events and activities because they do not have the means to get to the school.
For example, informant C has repeatedly suggested to her superintendent to house the
ESL adult classes for parents in the different schools across the district instead of having
those classes at the Board of Education, considering that many parents do not live nearby
and do not have means of transportation to get there. Parents feel discouraged to attend

school meetings and events when they have to walk to the school, especially under
unfavorable weather conditions.
Differentvalues. Some informants noted that many times parents might not get

involved in school matters because education might not be a priority in their lives. They
state that many parents, regardless of their ethnicity or race, might have different values
and expectations in terms of education.
Feel intimidated. Informants believe many parents might not get involved in

school matters because of an intimidation factor. They believe parents might feel
intimidated because they speak little or no English at all, because of their immigration
status, and because they usually belong to a less vocal and lower socioeconomic class.
Informant H reports that "Hispanic parent who are unfortunately in the lower end of the
socioeconomic spectrum, are very intimidated by those non-Hispanic parents who are on
the other end of the spectrum." The more affluent parents are very vocal, and sometimes
very "narrow-minded" in what they want for the school. They take over the meeting and
leave little room for poor Hispanic, African American, and even poorer White parents to
participate.
Informant K believes that Hispanic parents need to be empowered so that they
can actively participate in their children's education. Informant K made reference to a
district initiative his Superintendent put in place in his school. It is a "Bilingual Advisory
Board" that actively encourages bilingual parents to participate in decision-making
processes. Parents are encouraged to give their opinions and suggestions regarding
curriculum, textbooks, and the experiences children have at school, among other school
related topics.

No English communication skills. Finally, most informants agree that probably

the main hurdle to increased parental involvement is the language barrier. Many Hispanic
parents have limited English communication skills, and most of the newly arrived parents
have no English skills at all, making it very hard for principals to keep parents informed
and involved in school activities and events. Most informants concur that they make sure
all-important notices, information, and flyers, are both in English and Spanish to keep
parents well informed on what is taking place in the school. Some principals count with
permanent personnel that serve as translators, whereas some other principals relay on
bilingual teachers and staff to translate when necessary.
Also, most informants report that their districts provide ESL classes for Hispanic
parents to develop their English communication skills. While these parents strive to learn
English, most non-Spanish speaking principals admit they would like to learn Spanish.
These principals believe that knowing Spanish will improve their performance as school
leaders, as they will be able to relate better with the students, the parents, and the nonEnglish speaking community. Regarding this informant A declares,
I do not like it [to depend on a translator]. They [parents] are not building a
relationship with me but with whoever is translating. I am just somebody sitting
there with my head like playing tennis; back and forth watching two people
speak Spanish.. . We have parents who think the instructional assistant who
translates is the principal because that is where they go to when they have a
problem because they really cannot come to me.
(Informant B, Interview 2)
Ability to Demonstrate High Expectations

Informants seem convinced that having rigorous and unyielding expectations
for all children, regardless of their background, makes a difference in their academic

performance. This statement is illustrated by informant B who candidly stated, "I believe
all children can learn. It doesn't matter where they come from. We challenge them to do
their best, and we do not make up excuses for their learning."
Likewise, most informants emphatically stated that student success is possible,
and that all children should be held accountable to high standards. Although many of the
students are from poor family backgrounds, and many of them are limited English
proficient, neither language nor poverty are considered barriers to learning, nor are they
accepted as reasons for lack of academic progress. Some informants commented that too
often teachers and administrators make excuses for their students' learning. They said
that these teachers and administrators suffer from a low expectations attitude that
informant E refers to as the "Pobrecito Syndrome" a condition that justifies and many
times perpetuates the low academic achievement of at-risk disadvantaged ESLhilingual
children. The teachers and administrators who are afflicted with the "Pobrecito
Syndrome" fail to hold ESLhilingual students to high expectations because they feel
sorry for them and because they pity their limited English proficiency. These educators
see students' limited ability to communicate in English as a permanent handicap that
prevents them from being successful in school, when in fact, it is temporary state that
could be overcome with the appropriate accommodations and support systems.
The findings also indicate that informants seem aware that high expectations
can be conveyed through the curriculum, and the teaching and learning that take place in
class. At all levels, informants emphasize the importance of giving children access to a
rich and varied curriculum, and to meaningful learning opportunities whose ultimate
objective is to prepare students for life. "A watered down curriculum does not serve the

purpose of the school system, and it is detrimental for the child and society as a whole,"
says informant G,
Informant F, and H, who are high school principals put the emphasis on
preparing students for college. Their expectation is that all children will have the
opportunity and the support necessary to go and succeed in college. "I believe they are all
college material," says informant H. Informant F comments that when he first started
working as a principal in his current school not every child was considered "college
material." He noticed that only those students who were in AP (advanced placement)
classes signed up for college prep courses and the SAT, while those other students who
were not excelling, and whose parents were not very involved, ended up taking low
demanding classes, which ranged from "floral arrangement" to "home economics." For
this reason, he started to change the way things were done in the school because he was
convinced that all students should have the opportunity to go to college should they
decide to do so. Regarding this he observed,
You have to prepare all kids for college. If they do not want to do it, it is their
decision but you made sure you gave them all the tools to succeed should they
decide to go to college.
(Informant F, Interview 4)
In reference to this, informant B, a middle school principal, shares his own
experience as an African American student who grew up in the projects. "I had a
guidance counselor, who was very supportive, but he never really said to me; "You can
go to college, and I never thought I could go. My mother never pushed college on me,
either. Besides, I didn't know any college graduates, so college was never a thought or an
option for me." Informant B believes that, unfortunately, this is a common practice in

American schools, particularly at the high school level, where children lack the
appropriate guidance, encouragement, and resiliency to believe in themselves and strive
for a better education. He also adds, "I think everybody should encourage it [college].
And not just think because a kid does not seem interested figure out they do not want to
do it."
Informants believe teachers play a key role when it comes to creating and
communicating high expectations to their students. Therefore, they should be able to
effectively convey those high expectations at all times. For example, informant D tells
about this remarkable ESL/bilingual teacher who believed in her students and led them to
achieve above the regular student population.
She had very high expectations. She had parents very involved. She did not sit
there and said, "Oh, the parents cannot do this, they cannot help me," she
though they could and they did. She would go to the gifted and talented teacher
and would ask her what she was teaching, and then she would go back to her
classroom and teach what the G&T teacher was teaching to her fourth grade
students. She believed in her children, and they never failed. She had better
scores than the regular population. That is good teaching plus high expectations.
She believed they could learn and they did.
(Informant D, Interview 4)
However, sometimes teachers are not successful communicating those high
expectations because they do not know how to, says informant D. She is aware that many
times, especially new teachers show low expectations to their students in an unintentional
manner because they are new to the profession and they do not know how far they can
push the students to learn. Some other times, comments informant K, teachers show their
low expectations in subtle ways. Regarding this he noted, "It is the little comments that

tell you a teacher has no expectations for kids. Little comments such as; "Oh, that is
pretty good for you," or "Everyone write 10 sentences, only the ESL kids can write 3."
He also notes that those comments are innocent in nature but the messages they cany are
extremely negative. ESL children get the message that the teacher never thought they
were smart enough to do something, and that the ESL students can do less because they
cannot do better than a regular mainstream student. "It is like they are watering down the
expectations," he adds. Informant K also explains that children will act the way they are
expected to act. It is a "self fulfilling prophecy," says informant K as he tries to explain
that children will behave, perform, and achieve in accordance to the expectation people
convey to them.
Besides, informants highlight that creating high expectations in children also
involves developing students' self-esteem and vision of the future. Most informants
believe that it is extremely important to show kids what is out there in terms of education
advancement opportunities. "Many of these kids do not leave their realm. They do not
know what is outside this city," says informant K as he explains that kids need to see
beyond their current situations. "We create the expectations, we show them the outside
world, we expose them to universities, and we make sure that the words college and
university are in their vocabulary," he concludes.
Lastly, informants believe that creating and communicating high expectations
should also be an integral part of students' families and communities. Out of their own
personal experience, informants believe their parents' high expectations and
encouragement had a huge impact in their educational success. Some informants grew up
in relatively modest homes, while some others classified themselves as "poor or

disadvantaged." For instance, informant A was undocumented, informant B grew up in
the projects, informant F mentioned growing up in a tough neighborhood, informant K's
parents were uneducated; informant E and G had parents who spoke little English.
Whichever was their case or situation, informants emphasize that one of the reasons they
were able to succeed was their parents' high expectations and continuous push for a
better education. On this note informant B comments,
My parents always inspired me, my mom specially. My father wasn't as
educated as my mom but he had very high expectations for me. He always
knew who I was. He knew my capabilities, and talents. He never pushed, he
only said, "I expect the very best from you."
(Informant B, Interview 2)
Abilily to Serve as Positive Role Models

Informants agree that providing positive role models for minority students is
essential to increase their chances of success. The African American and Hispanic
principals sustained that that the ability to present themselves as role models provides
their students with a source of inspiration which increases their motivation, enhances
their educational achievement, boosts their self-image, and refines their social skills.
Children get to see that people who share their background, racelethnicity, and culture
have become successful productive citizens. This makes them realize that it is possible to
accomplish their dreams.
Informants K, and L, both born in the U.S.A. to Hispanic parents, and
informants B and F, both African American, stressed throughout the interviews the
important role they play as mentors to Black and Hispanic children respectively; first
when they were teachers, and now that they are school principals. The fact that they share

the students' backgrounds and cultures makes them better counselors to these students
because they are able to better understand where these kids come from, and what issues
they are faced with daily. For example, when Hispanic children get to see a successful
Hispanic adult who shares some or a lot of their backgrounds, it makes them think that
they can certainly achieve that professional success if they desire to do so. "Hispanic
students need role models to help them see their educational opportunities and how to
take advantage of them," comments informant K as he reflects on the subject. He also
adds.
Looking back, I was the only male Latino teacher in that school. And most of
my students were Latino males. I think he [his principal] used my skills to
influence the Latino population. I guess the idea was to show them that through
education, they could achieve the things that I could achieve.. . The idea was to
send the message that you always want to keep on learning and improving.
(Informant K, Interview 1)
In addition, principals opine that the fact that many of them went through
similar experiences to the ones the students are going through now makes them even
more legitimate role models because they are real life examples children can look up to.
"I was in your shoes 10 years ago, and now I am a principal. I have a career and so can
you;" tells informant L to his middle school ESL kids. "I tell them that my parents were
poor and worked hard. That when it snowed, I used to shovel snow out to make some
extra bucks for the family," shares informant K with his elementary Hispanic students,
who usually do these chores to help out their parents get some extra money. "When I was
a child, I was here illegal, I didn't have the luxury of money, but I got to where I am
through hard work," comments informant C as she remembers the adversity she had to go
through to succeed in life.

Besides, informants are convinced they need to portray themselves as positive
role models because unfortunately there is a lack of such models within the communities
where these children are growing up. Informants are aware that many of these kids go
back home to find themselves in a bitter reality, from which they cannot escape. Drugs,
poverty, gangs, violence, single parent homes, and tom apart families, are just some of
the everyday issues these children are faced with, and which discourage them to look up
to a brighter future. The lack of appropriate roles models further perpetuates the vicious
cycle of poverty and social injustice. On this note informant B comments,
If you grow up not knowing about the opportunities you have, your parents are
drinking, not paying attention to you, and the most successful person in your
neighborhood is the drug dealer.. . that person becomes your role model. You
do not have a doctor in your neighborhood, a teacher, a lawyer, so when I grow
up what do I want to be? I want to be like the drug dealer. I do not want to be
like mom and dad who have to work hard and do not make any money. I want
to be like that guy, who has the best car in the world, all the girls, all the money,
nice clothes, but does not work.
(Informant B, Interview 1)
Informants are also very careful in the way they conduct themselves daily. They
are aware that children are constantly looking at them so they try to carry themselves in a
professional manner at all times. They take care of their appearance. They dress up
appropriately, and show manners and behaviors suitable to different situations and
contexts. They believe they have to be role models for life.
The fact that these Hispanic and African American principals managed to get a
degree and succeed in their careers, makes them believe that they are not only role

models to the students but also to the larger community. It shows people in general that a
Hispanic or an African American person can also be educated, smart, and successful.
I am a role model for those non-Spanish speaking people. There are so many
negative images about Hispanics in general. So I am able to have professional
conversations with those people and show them that I am Colombian; that I can
speak two languages, and still be educated. I try to make people see that we are
not all that bad.
(Informant L, Interview 1)
Last but not least, on the subject of role models, most informants agree that
there seems to be a push from districts across the state to recruit and hire principals who
are Hispanics, and who can relate better with the increasing Hispanic student population
in New Jersey public schools. Informant C reports she is the first female Hispanic
principal to be hired in her school district. Informants K and L also admit that they are the
first bilingual, Hispanic decent principals in their respective districts. They all hope this
trend will continue to staff schools with qualified minority leaders that represent the
population they are sewing.
Ability to Establish a Positive School Climate

Informants concur that establishing a positive school climate should be an
integral part of their leadership abilities. A positive school climate not only promotes a
safe and supportive environment for academic instruction, but it also nurtures
stakeholders' social and emotional competencies. The analysis of the data suggests that
informants strive to provide a caring, participatory, and responsive school climate to
students' needs. They build a sense of community which fosters a greater attachment to
the school, positive student attitudes, and a framework within which students, teachers,
administrators, and parents function cooperatively and productively.

Informants are aware that an effective school atmosphere is enhanced through
careful planning, hard work, and effective leadership. They are convinced that a positive
climate requires team effort, appreciation for diversity, mutual respect, and trust among
all stakeholders. While some informants are working in schools where the climate and the
working environment are positive and conducive to positive outcomes, some principals
are still working on it. They all agree that it is a task that takes time, and lots of positive
reinforcement, guidelines, and leadership. Informant H and F reported that they both
walked into their respective school settings to find a "laissez-faire" type of school
environment which was not necessarily conducive to learning. "I think the environment
and the climate here was one of favoritism, and mistrust, and somewhat laissez-faire,"
comments informant H as he remembers his first year as a principal in the high school he
works at. He also comments that after a couple of years, he can see some positive
changes in the school due to a more positive school climate.
I think my team and I have had a positive impact on the school. We definitely
changed the feeling and moved into a more positive school climate. We
improved our attendance. We decreased discipline referrals. We decreased the
number of tardy students by twenty percent. I think we are trying to create a
different attitude towards school. We are raising the bar for academic
performance, for attendance, discipline, and expectations for both students and
teachers. Besides, the fact that no teacher left the school during the last year
speaks volumes to me. It tells me that they are happy here and that the climate
is changing
(Informant H, Interview 5 )
Ability to Create a Safe and Orderly Environment

Informants agree that being able to create and maintain a safe and orderly
school environment is one of the most important leadership and management

competencies they need to bring about positive outcomes. Informants endeavor to
establish orderly and safe schools on the premise that every student deserves the
opportunity to come to school in an environment that is secure, organized, and free of
disruptive behavior. "Safety and security is number one to me because without that, there
would be no learning," says informant G. "This is obviously a top priority," emphasizes
informant D as informant F concludes that "there cannot be effective instruction without
order."
Most informants work cooperatively with staff members to develop school
discipline plans that fit the needs of their schools. They encourage teachers, parents, and
students to promote appropriate behaviors, and they make every effort to ascertain
discipline policies and procedures that are consistently implemented throughout their
schools with an understanding that good and bad choices lead to good and bad
consequences respectively. Regarding this informant K explains,
You need to understand that there are certain things that need to be in place for
a school to be effective. You must have discipline to begin with. You need to
understand that there are consequences for anything that is positive and for
anything that is negative. You need to know when you crossed the line.. . So if
you crossed the line you need to be reprimanded... And this applies equally to
teachers and students.
(Informant K, Interview 4)
Among the informants, discipline seems to be the number one priority to ensure
a safe and orderly school environment geared to facilitate effective teaching and learning.
Once it is established, "Things start moving along. .. You can focus on instruction... and
you can build rapport," explains informant F. "Providing more structure and more clea

.

sets of expectations for both teachers and students.. sets the tone.. . sends the message

that they will be held to a standard," clarifies informant H. Therefore, informants seem to
spend a lot of time making sure students and teachers are aware of the school disciplines
rules and procedures. "You can't really have good instruction without order and
discipline. If kids and teachers are not doing what they are supposed to do, it is going to
be hard to get to a high level of instruction" warns informant F. He also acknowledges
that it is not an easy task but he is optimistic about the future,
I think we are moving in the right direction and hopefully next year will be an
easier year because we will be able to focus on what education is really about,
rather than focusing on what I call management issues, such as building up a
climate, the relationship with the staff, re-establishing policies and procedures,
and consequences. Then, we will be able to focus on instruction.
(Informant F, Interview 1)
Finally, informants also report that they cannot do much about discipline if the
whole teaching staff does not back them up. They make every effort to work closely with
the staff to promote full ownership and support when it comes to the implementation of
whole school rules and procedures. Some informants highlight the importance of being
proactive when it comes to preserving a safe and orderly school environment. Informants
prompt teachers to monitor hallways, escort children, and diffuse potential problems
beforehand. "I am always in the playground. If I see that a problem might start, I step in
and diffuse it before it gets started," notes informant K. "I believe in preventive
medicine," states informant C on the same note.

Leadership Traits
Among the most recurrent leadership traits and personality characteristics that
facilitate informants' performance, the following ones were highlighted throughout the

interviews: being a servant, being consistent, fair, and strong, being trustworthy, being
charismatic, being passionate, and being a good listener. Each of these leadership traits is
discussed in detail in the sections that follow.
Being a Servant
Throughout the interviews, most informants made it clear via direct or indirect
statements that they see their roles as one of service and commitment to the teachers,
parents, and students for whom they work. They become servants to their vision and they
strive to inspire those around them to do the same. On the premise that a good leader is a
servant, informants devote their time, energy, and resources to make their school vision a
reality. They say that as leaders they have to lead by example and show everyone their
commitment and zeal toward what they do. This statement is illustrated by informant G'
comments below,
As a leader, you have to lead by example. You have to pull up your sleeves and
walk along with every one else. You have to support your teachers and show
how committed you are. At career day, I was blowing balloons. You would not
know I was the principal. If I have to sweep the cafeteria, I will do it. If teachers
see that, they will be willing to go the extra mile as well. As I told you, a good
leader is a servant.
(Informant G, Interview 1)
Being Consistent, Fair, and Strong
Being consistent, fair, and strong were probably some of the most recurrent
character traits most informants made reference to throughout the interviews. Informants
believe that these traits are essential to effective leadership because they determine the
way principals interact and lead.

Informants agree that they do their best to interact with others without prejudice,
and in an unbiased, equitable manner. Informant A made reference to the importance of
not letting personal feelings, emotions, and biases interfere with his decisions, and the
manner in which he relates to the people he works with.
Although informants know that being fair and unbiased is the way to go, they
acknowledge that sometimes, it can be difficult because principals are human beings, and
as such, they may tend to prioritize or favor those they like or feel more comfortable

with. "I do have my favorites, I cannot deny that," admits informant H, but he clarifies he
does not treat them any differently from the rest of the staff. He tries to be as equitable as
possible. Likewise, informant C commented,
I do not play favoritism to anybody. To me there is no difference if you are
custodian, a security guard, a para-professional, or a teacher. I treat people as
individuals, as professionals, period. Because a person is a teacher or a
custodian, I do not have to be different. I know that their responsibilities are
different, but they all receive the same treatment.
(Informant C, Interview 2)
Informant E notes that being fair also implies being honest. "If you are
celebrating people who inspire and do their best, you cannot tolerate people who do not
and hurt the children." "You set the standards, and you let everyone know what the
expectations are," concludes informant E. In reference to this, informant K adds,
People need to know you take your business seriously, and that you will not
allow anything that might hurt children. If you observe a lesson and find
elements or behaviors that are not effective, you need to let the teacher know.
You cannot go on giving good reports when you see and know that a teacher is
hurting children. You cannot continue giving teachers "distinguished" or
"proficient" if they are not at that level. Hopefully, this will send some message.

If you support the bad teachers by giving them proficient, what is going to push
the good teachers to move on.
(Informant K, Interview 4)
Informants also concurred that as school leaders, they need to be tough and
consistent with everyone within the school community. "As a leader you have to be really
strong and you cannot let what people think of you affect your work or decisions," says
informant F. "Some people are easily swayed," he notes, and he highlights that true
leaders know what they want, and nothing can change their minds because they are able
to stand firmly in what they believe. "Good leaders show conviction," in what they
believe and they strive to give their best to all students.
Being Trustworthy

Informants believe that trust is essential to achieve a common purpose, and to
build up positive relationships among members of the school community. Informants are
conscious that there is an important link between trust and organizational success.
Informants noted that they take on the responsibility to set the stage for trusting
relationships with teachers, students, their families, and other members within the school.
Informants build up trust in many different ways. They show they care and they
take a personal interest in the well-being of teachers, students, and parents. For example,
they earn trust from members of the school community by encouraging open
communication among all stakeholders. They encourage people to take risks, and speak
their minds, whenever they feel to do so. "I do not want people to live in fear. I do not
want people to think that if they have a problem, they cannot come and talk about it with
me," says informant H as he explains that teachers need to be able to express concerns
and disagreement without fear of reprisal. Besides, informants noticed that earning

teachers' trust facilitates their role as instructional leaders. Informants are aware that
teachers need to trust them if they are to change their behaviors, and improve their
teaching. This statement is illustrated by one the informants who observed the following,
Once they [teachers] realize that they can trust me, that I care about them, and
that we can have a relationship. Then I can let them know how I want things
done and why. They first have to trust me, otherwise, I am just a pain in the butt
for them. They will shut down and they won't listen to me.
(Informant H, Interview 2)
Being Charismatic

Informants believe that effective leaders have charisma, a personality trait
usually encompassing leadership abilities, eloquence, charm, and persuasiveness. Some
informants consider themselves charismatic and acknowledge that being charismatic
facilitates the implementation and execution of leadership and management practices.
They believe charismatic leaders exhibit extraordinary abilities and accomplishments
which inspire loyalty and obedience from those around them. Informant B refers to it as
"things that you have and that you cannot be taught about." He also adds,
This is something you cannot learn about in a book. It is about your personality.
It makes people want to work with you, follow you, please you, be successful,
and embrace your mission.
(Informant B, Interview 1)
Informants believe charismatic leaders are extremely charming; display
powerfully sophisticated communication and persuasiveness skills; and have the ability to
lead, convince, inspire, and influence people to follow them. "They are charming and
people just love them, admire, and support them," says informant E. "People flock

around them to follow. Kids follow them. Teachers follow them. If you are a leader,
people are drawn towards you," explains informant F.
Informants concurred that leaders who are charismatic easily draw the attention
and admiration of others, and they project calmness, confidence, assertiveness, and
authenticity. Informant C candidly expresses in her own words what a charismatic leader

In my opinion, a charismatic person is someone who has some type of magnetic
energy that comes from within, and this makes them approachable. It is hard to
pin point what it is but there is something pleasant about that individual. He or
she is a "persona grata." A charismatic person is someone who is very special,
who knows how to reach people, and how to attract them.
(Informant C, Interview 4)
Being a Good Listener
Being a good listener is highlighted by informants as a key leadership trait of
effective principals. They believe that genuine listening on part of the leader generates
respect, rapport, and trust between the leader and those who work with him. Throughout
the interviews informant openly stated or implied that being able to listen to the people
around them allows them to get people's support and commitment. They believe that
listening to their teachers, students, and parents, shows respect and care of what they
have to say. "I listen to them a lot. I really value what they do and have to say," assures
informant E. Informants also feel that when they take the time to listen to their staff,the
latter respond better to them. Teachers, parents, and students are more likely to support
the leader's beliefs and actions when their voice is appreciated, valued, and taken into
consideration. If teachers feel "no one listens to them," or that "no one cares about what

they have to say," they are less likely to strive for excellence, get actively involved in the
school, and go the extra mile when needed. In reference to this informant E comments,
In this position, you have to be a politician. As right as you think you are, and
as wrong as you think someone else is, you cannot ignore what people have to
say. You need to listen and take into consideration what others have to say.
Otherwise, you may lose their support and trust in you.
(Informant E, Interview 3)
Being Passionate

Informants noted that being passionate about what they do is an essential
leadership trait that facilitates their job. Their comments and insights suggest they are
zealous about their job as school principals. For example, informant G ardently says,
"This is my life" as she talks about her job. She also highlights her commitment to the
school she works at, and the devotion she has to her role as a school leader. Besides, she
hopes, those around her, teachers, parents, and students, can perceive her dedication and
genuine interest in the school and its members. She candidly expresses her passion as
follows,
I guess, and I hope they [teachers, parents, students] know my passion and my
commitment to the school. I hope they know that I take things seriously, and
that I like to get actively involved in everythmg that happens in the school
because that is where my heart is. My life is here. I hope that comes across.
(Informant G, Interview 1)
Informants' observations also suggest that principals who are passionate about
what they do are more likely to convoke people to support their cause, that is, "student
success." They have a contagious and stimulating enthusiasm that rally people around
them. They seem to be aware that their attitude towards any school program or initiative

is determined by the zeal they have about it (Irwin, 1999). Just as classroom teachers
have a considerable impact upon their students' conduct and attitude towards cultural
diversity; school administrators have an even greater one. If principals are passionate
about their job, other school stakeholders notice it and act accordingly. Informant K made
reference to the critical role the school principal plays in the effectiveness of the
ESLhilingual program in any school.
People look at the way you handle things. If you are motivated and enthusiastic
about something, they are more likely to accept it and implement it, but if you
say something and do something else, that is when you have problems. ... So
again, if the principal does not show any enthusiasm or pushes for the
ESLhilingual program, it is very unlikely that the staff will welcome and
support the program. The principal has a lot of influence on everything that
goes on in the school. He sets the mood. He sets the direction for others to
follow. If he believes in something, and shows enthusiasm about it, his staff is
most likely to support it.
(Informant K, Interview 1)
In addition, informants believe that school principals who are passionate have
the energy and drive needed to push and pull their organizations forward to the
accomplishment of their vision. Their vision seems to become the energy source that
motivates them to strive to create learning communities with a common cause, vision, or
passion. For example, informant E attributes the success in her school to the staffs
commitment to the school's vision. "We have a vision and we move towards it together.
This vision is what makes children excel in what they are doing," says informant E. On
the same topic, informant D calls passionate leaders "the can people" because they
commit themselves to achieve everythmg they envision or set on a quest for. "They do
not understand the meaning of the word 'can't,' adds informant D as she tries to explain

that for these leaders "everything is possible." She also observes that true leaders know
exactly where to go and what needs to be done to get there. Regarding this she comments,
I think they [leaders] have a tunnel vision. Many times, if you see all the
ramifications of an issue, you can get lost on the process, but if you see what the
end is, your goal; then you are going to go right down that tunnel. You are not
going to take side tunnels or detours.
(Informant D, Interview 4)
These leaders also have a strong sense of responsibility for their job and the
people they work with, specially the student population they are educating and preparing
for life. "Teachers have a union rep, principals should be students' rep." says informant K
in an attempt to capture the great responsibility school leaders have. He also adds, "You
need to be passionate about what you do. If you have that drive your job is more
rewarding, and therefore easier to cope with."
Lastly, informants note that passionate leaders stay firm in what they believe.

"A good leader is humble, is passionate about what he or she believes in," notes
informant C. They have the unyielding conviction that all children can succeed and make
progress, given the right circumstances. They are student-driven decision makers, who
will not bend to personal agendas and selfish motives. Apropos, informant A says,
I am passionate, if I feel strongly about something you have to go a long way to
convince me otherwise. I am passionate about my job, about children. And
people can sense that. I am not a loud boisterous person but When I feel
strongly about something, and you want me to change, you better have a good
argument. .. If it something that is going to benefit the child, the school, the
organization, I will change, otherwise, I hold my ground.
(Informant A, Interview 2)

Informants also note that passionate leaders do not conform easily but are
flexible enough to change their minds when proven wrong, and when the situation
demands so. The mere fact that they are different; that they "think outside the box," as
informant C eloquently refers to it, makes them true leaders, because they have the
burning conviction that what they believe in is the way to go. Informant F further
comments on this,
Sometimes, as a leader, you have to think differently from anyone else,
otherwise you wouldn't be a leader. It is not always easy because what people do is
usually try you to conform. When you are a leader you do not conform, and you let
everyone see and buy into what you believe. Then you let them follow you.
(Informant F, Interview 2)

Conclusion

Informants' remarks and observations highlighted a series of competencies and
attributes that may assist school principals cope with the demands of the job. Clearly
informants as effective leaders seem to have well-developed organizational skills,
including time managements and problem solving skills. They have the ability to
effectively deal with the hectic reality of each school day, and the lack of time to get
things done. They are also able to problem-solve and to make decision based on what is
best for all children.
Informants' comments and remarks also highlight competencies that facilitate
their role as instructional leaders. Most informants build trust among their teachers, and

make them active participants of the decision making process whenever possible. They
make teacher feel good about themselves, their work, and their contributions to the
school community. They are able to inspire others to do their best to reach out all
children and their families. They attempt to build up trust and confidence among school
stakeholders. As instructional leaders, they strive to promote teachers' professional
growth, in spite of the fact that some of them may lack training, and background
experience in specialized areas such as ESLhilingual education and second language
acquisition. Besides, they demonstrate high and unyielding expectations for both
teachers, and students. They make teachers responsible for the education of all students,
and they hold teacher accountable for their students' academic achievement. At the same
time, they hold students to high standards of achievement. Indeed, they have a vision that
all students can learn and thrive at school provided they receive the appropriate support
and accommodations. Their vision becomes their passion and they devote time, energy,
and resources to make it a reality. Moreover, they display a stewardship attitude, and a
moral commitment to educating all children regardless of their linguistic and cultural
backgrounds. They make the education of ESL/bilingual students a priority in their
schools, and they advocate for the services to which these children are entitled. Likewise,
they encourage parents to become active participants in the education of their children,
and they rally community members to support and sponsor school programs and
initiatives.

Research Question 4: Positive Learning Environments for ESL/Bilingual Students
What conditions school principals need to ensure to facilitate the creation and
establishment of

learning environments for ESLhilingual students?

Most of the current research and studies on Hispanic students have focused on
the socioeconomic, linguistic, and cultural barriers affecting their academic success in
American schools. There is considerable evidence on the reasons for which ESLhilingual
students of Hispanic origin continue to fail, and lag behind their mainstream fellow
students. Their poor achievement has been linked to a variety of factors; such as, low
expectations, ill-prepared teachers and administrators, inability to reach out and involve
parents and community members, and failure to create and implement proper educational
programs, and policies (Cummins, 1984; Garcia, 1994; Reyes, Scribner, & Paredes
Scribner, 1999).
However, there is limited research on the conditions, and factors school
principals need to take into consideration in order to create and establish positive learning
environments for ESLhilingual children. Creating a positive school environment where
students feel that welcomed and encouraged to achieve socially and academically
certainly goes beyond school principals' task of establishing a safe and orderly
environment for all students.
A positive school environment stipulates the creation of an atmosphere and

culture, where students feel they are being cared, respected, and appreciated for who they
are and for what they can offer to the school community. Similarly, it compounds

administrators and teachers to develop cultural, linguistic, and educational sensitivity to
create an optimal learning environment for ESL Hispanic students.
This study set on a quest to explore the experiences of school principals with
Hispanic students and to identify the factors and conditions they believe can enhance
student academic achievement, self-esteem, and attitudes towards school. The analysis of
the data reveals that principals highlight the importance of creating a culture of care
throughout their schools.
Informants want to establish a culture of care, where students are welcomed and
parents are recognized as full partners in the learning process, where principals and
teachers truly care about children, and where students' linguist and cultural backgrounds
are celebrated, fostered, and promoted by all stakeholders within the school.
The data reveal that the creation of such an environment is not an easy task for
current school leaders, particularly when they may lack training and experience educating
ESLhilingual students. Informants highlighted some salient and recurrent elements
which they consider are necessary to create and establish a caring and positive learning
environment for culturally and linguistic diverse students.
Among those elements, creating an ethic of care about ESLibilingual children
and their education was emphasized throughout the data. Equally, the importance of
raising the cultural awareness among school principals and other educators was pointed
out along with the need to educate ESLhilingual students with the appropriate pedagogy.
Table 8 presents a summary of these major conditions.

Table 8
Factors and Conditions that Promote Positive Learning Environments

Factors and Conditions

Creating a Culture of Care

Providing Effective
Instruction

Development
Providing Appropriate Accommodations and
Resources
Creating a Culture of Care

Even though the term "culture of care" was not explicitly used by the
informants, their comments indicate that informants believe that caring for and about
children is essential to educate not only Hispanic students but also all students regardless
of their ethnic, cultural, and linguistic backgrounds. Throughout the interviews,
informants made evident their intent to create "caring schools" where students and
parents feel welcomed, and where staff, students, and their families are provided with
ample opportunities to appreciate the diversity that exists among them via cultural
awareness and positive interactions. A culture of care takes place when the school
promotes the growth of all stakeholders through the acquisition of information, skills, and
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understanding of their differences. This also entails being sensitive to students' social and
academic needs and being appreciative of students' backgrounds and contributions to the
school.
The study denotes that informants want to establish a culture of care in their
schools. They strive to ensure that every member within the school community acts and
behaves in a manner that reveals the school is a place where people are comfortable, feel
appreciated, and are able to be successful. This statement is illustrated by informant D
who commented that, "Students need to feel loved, welcomed, and comfortable if they
are to excel at school." Similarly, informant H explained that students, particularly
Hispanic students are more likely to embrace the school and their teachers when the latter
demonstrate through their actions and behaviors that caring and positive relationships
play a fundamental role in education.
Informant E emphasizes that creating a culture of care in her primary school,
which is 98% Hispanic, is essential because students' future relations with and
dispositions towards school and schooling will be based on their early experiences in
school. This general statement is supported by previous educational research that found
that there is in fact a strong relationship between Hispanic students' sentiments toward
schooling, and their experiences with teachers and school administrators.
When students are able to associate school with positive memories, with caring teachers,
and with gratifying and constructive interactions, children are more likely to have a
positive life-long interest and attitude toward school and schooling. Regarding this,
informant D further adds, "To want to be cared for is basic in human life. So it is in our

hands to let these kids know that we care for them and that everything we do is in their
best interest."
Informant C warns that children can sense when someone really cares about
them not only because of the things people say and do, but also because of the things that
people fail to say and do. "Children know. It is in their innate to know who likes them
and who doesn't. They know who cares about them," informant C concludes.
Therefore, the findings suggest that showing caring, loving, and genuine
interest in students' concerns, issues, and lives is critical to ensure children become more
positively attached to school and schooling. Children as well as adults tend to become
affectively connected to the people and institutions that help them satisfy their needs
(Watson, Battistich, & Solomon, 1997). Consequently, it is imperative for schools to
become caring, inclusive, learning communities where all students can develop their full
potentials. By effectively meeting students' basic needs, caring schools help them to
become increasingly committed to its norms, values, and goals (Schaps, 2003).
Informants acknowledged that establishing a culture of care is part of their role as school
leaders, but they sustained that caring depends ultimately and mostly on teachers, who
spend most of the time with the students. "It all comes down to the teachers and how
caring they are about their students. Caring teachers will go the extra mile to make their
students do well in school," says informant H as he explains that students' success
depends pretty much on how caring and committed teachers are to what they do.
However, the tone of a culture of care is set by the school leaders who by their
actions, comments, and behaviors show the whole school what their priorities are, and
what they expect from teachers when it comes to educating the Hispanic student

population in their schools. Nel Noddings (2005) says that when educators care, their
motive energy begins to flow toward responding to the feelings, needs, and wants of the
"cared-for," that is, their students. There is evidence in the informants' verbatim to
suggest that principals who fail to explicitly and implicitly convey the message that they
truly care about ESLhilingual children have staff that are less likely to do their best to
educate these students on the premise that if the administration does not care, or does not
go the extra mile, why should they do so. Informant K eloquently refers to this as
follows,
While educating all children, regardless of their background, should be the
norm, it is not always the case. If you as an administrator do not look
enthusiastic, committed, and responsible for the education, and success of these
children [Hispanic students] teachers will not take it seriously. They will realize
that they are not your priority so they will not put forth so much effort as if they
knew that these kids are your main concern.
(Informant K, Interview 1)
Even though the establishment of caring relations will not accomplish
everything that must be done in education, it is certainly a good first step to lay the
foundation for successful pedagogical relations between educators and students. As
school leaders learn more about their students, they gain more insights of what works
best for them. They also learn more about their students' needs, working habits, interests,
and talents; and they are able to attain important insights about their culture, values, and
backgrounds.
Additionally, as school leaders acquire knowledge about their students' needs,
they realize how much more than the standard curriculum is needed to reach out students
(Noddings, 1999), and they get a better understanding of the reasons for which students

might not be performing at the expected levels of achievement. Consequently, school
leaders have more opportunities to become sensitive and aware of the many social,
economic, academic, and psychological factors that affect ESYbilingual students'
performance at school, and they are better prepared to address those needs more
appropriately.
Throughout the interviews, informants stated that they care about their students,
and that their schools are caring places where all children are welcomed and appreciated.

A close observation of the different types of concerns and comments informants made
reveals that there seems to be a genuine interest to assist ESLhilingual students achieve
at school. However, for the most part the concerns are primarily about academics,
instruction, and assessment. There are numerous instances where informants openly
stated that their main objective is to have these students learn English as fast as possible
and pass the standardized tests set by the New Jersey State Department of Education.
The data analysis may suggest that there is an emphasis on testing and student
achievement over students' satisfaction and emotional well-being. Perhaps, the societal
pressure to produce higher test scores, and the desire to mainstream LEP students with
the expectation that this will increase test scores may prompt some school leaders to
place all the weight on the academics and possibly neglect the creation and establishment
of caring relationships among administrators, parent, and students; a vital part of caring
institutions.
In agreement with this, McLaughlin (1992) stated that caring school leaders not
only attend to the academics but they also pay heed to social and affective aspects of a
student's life (McLaughlin, 1992). Caring teachers do attend to the academics but by

teaching students study skills, by challenging them to be better students, and by
considering their interests and the relevance and challenge of the content matter,
Similarly, caring educators exhibit an eagerness to learn more about and from their
students by showing interest in them, by trying to get to know students outside of the
classroom, and by making students feel good about themselves (McLaughlin, 1992).
In spite of the obvious emphasis on test scores, the study findings suggest that
most informants feel responsible for their children's learning, and that they are always
looking for better and improved ways to reach out their students. Informants also portray
themselves as caring and loving administrators who do not limit their concerns to the
academics but they extend them to children's personal lives, issues, and problems. For
example, informant F is aware that many of his students have serious issues at home,
such as; poverty, fragmented households, parents working long hours, lack of attention,
limited resources, and negative role models. Therefore, informant F and his staff do not
mind doing extra work hours to visit children at home and help them in any way they can.
We go to their homes. We let them know we care about them and that it is
important for us that they graduate. This takes many extra hours of work but we
do not mind as long as we help them go on in spite of the issues they are faced
with at home and in their communities.
(Informant F, Interview 4)
Likewise, informant D comments that in her school everyone donates money to
a fund that is used to help children and families in need. "We have a wonderful group of
people here. They truly care about what happens to these kids," says informant D about
her teachers. She also illustrates the level of care, love, dedication, and commitment to
students that exists in her school by sharing a story about a child, who in her words, was

desperately in need of attention and affection. In spite of his "constant class disruptions,
and discipline problems, we did not give up on him. We all worked on him and showed
him that we care and what our expectations were," remarks informant D, as she narrates
what some caring teachers did to help this child,
For Christmas, we heard this child wasn't getting any presents, so we made sure
he had them. We also decided that he should go to summer camp, so a couple of
teachers got together and bought everything he needed to go to camp. They
even wrote his name on everything that was his so he would not fight with
someone else over his stuff. They called his mother. They folded his clothes,
packed his suitcase, and gave him a stamped postcard so he could send it to his
mother while being in camp. This is just one of the many stories, where these
teachers go the extra mile. All this really made a difference in the child's
behavior and education.
(Informant D, Interview 1)
As Gilligan (1982) puts it, caring principals and teachers have the responsibility
or a moral imperative to respond to others people's needs. This statement is
representative of informant F's and E's feeling of responsibility, persistence, and
sacrifice to give their best to those they work with. They believe that caring principals
inquire, investigate, and foresee the reasons for which children might not be performing
adequately, but most important of all, caring educators refuse to give up on their students,
no matter how troubled or difficult they might be (Noblit, Rogers, & McCadden, 1995).
Informant C, a former LEP Hispanic student, further makes reference to the
behaviors exhibited by true caring individuals. She remembers her teachers' willingness,
persistence, and dedication to learn more about her, and her special needs as a LEP
student. In fact, informant C believes much of her success and achievement in school and
life was due to the caring and loving teachers who encouraged her to believe in herself.

Like many ESWbilingual students who are new anivals to this country, informant C
knew no English, and found it very hard, and many times frustrating not being able to
communicate. However, she attributes her success in school to the genuine care of her
teachers, who had the patience and the expectations that she could learn and do well in
school. She remembers them spending extra time to help her pick up English, and making
her feel comfortable and good about herself.
Informants' observations seem to indicate that creating a culture of care
depends very much on the commitment, disposition, attitudes, and behaviors educators
have and demonstrate toward their students and their backgrounds. The research findings
further suggest that showing care, sympathy, and empathy about students' needs can be
manifested in many other ways which range from celebrating and promoting their
cultural and linguistic differences, through welcoming parents and students, to being
sensitive to their needs and situations.
What follows is an account of the manner in which principals create and
maintain a culture of care where ESLhilingual children as well as other students are
more likely to succeed and develop their full potentials.
Celebrating Diversity

Throughout the interviews, celebrating diversity was cited recurrently as one of
the ways in which school leaders and teachers create and establish a culture of care where
"differences and similarities are celebrated," and where children are more likely to feel
respected for who they are and what they have to offer to their schools. In reference to
this informant K says, "I honor what they [students] bring to the classroom and to the
school. I make them realize that what they have to offer is important."

Most informants seem to be aware that when there is a school climate that
celebrates the diverse cultural, ethnic, social, economic, and academic backgrounds of
students and staff, they are more likely to create an environment where educators and
children learn to appreciate themselves and others. Informants also seem to be aware and
agree with the fact that the United States is a multicultural society made up of
immigrants, and diverse cultures, where appreciation for cultural diversity should be
promoted via understanding, tolerance, and compassion for others and their beliefs.
However, the comments made by some informants seems to indicate that
although they are aware of the importance of promoting and celebrating diversity, not all
of them make cultural celebrations a common practice in their schools; possibly, because
they are still learning about their students and the best way to address their needs. The
sudden change in student demographics found principals unprepared to accommodate to
the Hispanic population.
In effect, the informants' statements suggest that cultural celebrations about
Hispanic culture, language, and traditions seem to be something new to some of the
informants and their schools. As the Hispanic population increases principals have started
to realize the need to celebrate the cultural and linguistic background that Hispanic
students bring along with them. For instance, informants mentioned that African
American History Month has always been celebrated in their schools in the form of
assemblies, writing contests, evening feasts, morning announcements, and classroom
activities; probably because African American students have always been part of these
school communities. This seems not to be the case of Hispanic Heritage Month in some
of the schools where Hispanics are the relatively new majority.

As a matter of fact, Informant H's high school had a Hispanic Celebration for
the first time last year. Informant B's school had the first Hispanic celebration in his
middle school only when the Hispanic student population went over 50% and when
Hispanic teachers who were recently hired took the initiative to celebrate the ethnic and
cultural background of the Latino students attending the school. When asked why it took
the school so long to celebrate the heritage of the majority of the student population,
informant B answered that the shift in student demographics was so sudden and abrupt
that they did not know how to accommodate and adjust to the new Hispanic population.
Informant K, who happens to be the first Hispanic principal in his school district,
highlighted that he was the first to acknowledge that Hispanic students were the majority
in his school, and that the diversity in his school should be openly welcomed and
celebrated through assemblies, food, and display of symbols that acknowledge these
students' diverse backgrounds. Regarding this informant K comments,
You have to let them [students] bring into the table their background and build
upon that. You need to let them know that their language is important. When
they hear me speak Spanish, I acknowledge that it is important, and that there is
nothing wrong with it. We celebrate their traditions and customs. For example,
we have the Hispanic Heritage Month celebration. We bring in musicians, we
read about famous Hispanics, we make the kids aware that there are important
famous Hispanic people that started from below and made it to the top with
hard work and education. The same is true with the Black History Month. The
kids have a good time. They enjoy diversity. We expose everyone to a different
array of experiences. Even with the food in the school, we offer different foods
that the kids probably see at home, Jamaican patties, rice and beans, and other
ethnic foods. The idea is that they see a correlation between home and school,
and that their culture is celebrated at school.
(Informant K, Interview 1)

In addition, the data indicate that informants are aware that multicultural
programs benefit students who are involved in their planning and implementation
because through identification with the richness of their own background, Hispanic
students are more likely to strengthen their ethnic pride and cultural identity, which in

turn can increase their motivation and potential for success at school. However, some of
the principals interviewed reported they agree and support cultural celebrations in their
schools, such as Black History Month Assembly and Hispanic Heritage Month activities,
but they do not promote any of them because as school leaders they do not find it
appropriate to sponsor the cultural celebrations of any particular ethnic or racial group
within their schools.
In fact they noted that they preferred those celebrations did not take place in
their schools because those events highlight differences within the school and separate
groups as opposites. For example, informant H says that in his high school, each ethnic
and racial group has their own clubs which work and fight for their own interests as a
group. Instead, informant H proposes having a multicultural club that embraces the
diversity throughout the whole school. "I think we should get rid of the Latino and
African American clubs and create the "Multicultural Club." Thus instead of the African
American club being responsible for the African History Month assembly, the
multicultural club is responsible for that and all other cultural celebrations that are
representative of their members. Now, you have people of all ethnicities and across all
sections of the school working together on these types of programs," says informant H.

It seems informants believe that the celebration should not be about individual
groups in isolation but about all of them as a people. On this note informant B comments
and further illustrates this shared sentiment among some of the informants,
I do not think that we should celebrate Black History Month or Hispanic Month.
I think that we should celebrate us as a people. We should celebrate everybody
as a cultural celebration. I do not think we should divide it up. I do not agree
with it. If teachers want to do it, I am fine with it but I do not promote it. I think
we are here now, we are all together, and we should celebrate our differences
together and not highlight one versus the other.. . We should highlight
everybody as a people, and individuals and not isolate different cultures because
that again starts the whole process of they are separate, they are different.
(Informant B, Interview 3)
Moreover, these informants emphasize that celebrating the culture, the history,
or the background of one ethnic or racial group at a time may create tension among the
groups within the school because it may he difficult to celebrate all racial and ethnic
groups equally throughout the school year. "If you do one or two cultural celebration, you
have to do every culture within the school," warns informant B as he explains that
celebrating selected or predominant groups in the school is like saying that the other
groups are not important enough to be celebrated during school events. Informant L
agrees with this statement and says the following,
I rather celebrate all of them [groups] at one time rather than covering just one
at a time. Diversity is diversity no matter where you are from. You do not want
to be seen as celebrating only one type of culture. You do not want to have a
much bigger celebration for the Hispanic culture than for the African American
culture. So I would rather celebrate diversity as a whole than each group
individually from the school standpoint. I would say this is a better move.
(Informant L, Interview 1)

It seems it is much easier for some school leaders to keep neutral than to
acknowledge and celebrate the racial and ethnic background of the majority of their
students. Even though it is true that children not only should learn and hear about their
own culture but also about the diversity that surrounds them, to disregard students
backgrounds and cultural differences is to ignore who children are, where they come
from, and what they have to offer to the school. Eugene Garcia (2002) eloquently says
"to unify is absolutely necessary, but to insist on unity without embracing diversity is to
destroy that which will allow us to unite, that is, our individual and cultural dignity,"
(p.4). In other words, educators need to acknowledge the individual diverse backgrounds
of their students, and celebrate, and embrace their culture, so they develop a sense of selfpride about their own identities and heritage. Only then, students will be open and ready
to learn about others, accept differences, and welcome the diversity that unites them.
While some informants do not actively promote cultural celebrations in their
schools, others actively encourage it throughout the school year. "The majority of our
students are Hispanic, so it makes sense we celebrate their customs and traditions at
school. It easies their transition into the American culture. While they keep their roots,
they learn to embrace the diversity in America," says informant K as he explains that in
his school; "being Hispanic" and "diversity" are celebrated every day. "Just look at the
walls; at the bulletin boards. It tells you that we know who our students are, and where
they come from. We try to make a connection between their lives and school," he adds.
Students who feel valued and welcomed are certainly better learners says
Collier (1995) as he explains how important it is to create an environment that shows a
respect for and appreciation of cultural diversity. Decorating the school and classrooms

with items from other cultures, posting labels, and vocabulary words both in English and
in Spanish throughout the school are simple and effective ways to celebrate the diversity
within the school community.
Celebrating the diversity within the school not only increases student
motivation, and self-esteem but it also increases parental involvement, for parents feel
appreciated and honored to know their language and culture are an integral part of the
school community. Informants mentioned that their schools celebrate diversity by
holding annual evening events usually referred to by most informants as "World Day," or
"International Night," where representatives from many countries within the school
communities are invited to showcase their countries of origin through traditional foods,
dance performances, and typical arts and crafts of their homelands. Regarding this
informant A says, "In our school, we have this great evening with food, performances,
crafts, and people just enjoying themselves. The diversity of the community comes
together and they get to learn from each other." Informant E talks about a similar event
during the holiday season; "Our favorite thing ... is this huge party for the holidays.
Parents bring their favorite foods. We get five hundred people for the night. Everybody
brings in something to celebrate our community. It is a great night when we celebrate our
differences and similarities."
The informants' verbatim led one to infer that it should be the principal who
takes the lead to ensure the diversity in their schools is celebrated by encouraging all
teachers to make it a daily practice in their classrooms and instructional plans. Principals
may foster such behaviors by providing on-going training on cultural diversity and by
showing the whole school that cultural differences are appreciated and welcomed. In

reference to this informant E says, "Teachers need to show appreciation for the diversity
in their classrooms and in the community, and they should promote it among their
students in their daily lessons."
Celebrating the diversity in our schools is certainly an essential component of
caring school environments. It helps students to develop accurate self-identities as they
learn to feel positively about their native language and culture. It also helps students
develop a high regard for their personal backgrounds and family heritage. Lastly,
embracing cultural diversity allows students to develop greater self-understanding of
whom they are and where they come. It strengthens their self-confidence and self-esteem,
which in turn motivate them to achieve academically, while enjoying learning.
Welcoming Students and Parents

The creation of a culture of care should be built upon the premise that academic
knowledge and education as a whole are not likely to fully take place when children do
not feel and perceive that the school welcomes them. Relations with school personnel,
especially with administrators and teachers, play a decisive role in determining the extent
to which students find the school to be a welcoming or an alienating place (Valenzuela,
1999). It is clear that students who find themselves in a school community that

appreciates their linguistic and cultural differences are more likely to be engaged in
education than those children who feel and perceive that those around them disregard
their language, culture, and former experiences as not valuable for their learning.
Consequently, these students will be less invested in their education and will be less
likely to respond positively to school, their teachers, and administrators.

The research findings suggest that creating a culture of care also implies the
fundamental need for a school to be a safe and welcoming place for children and their
families, so that children can feel comfortable, learn, and thrive while parents feel at ease
when actively participating in school decisions, helping their children, and visiting the
schools. The data also conveys that when schools transmit a feeling of welcome,
appreciation, and openness; students are more likely to open up to what teachers and
administrators have to say and offer to them. Children are more willing to embrace
learning in a positive manner and strive to do better in school. At the same time, parents
are more eager to support school decisions, and to partake in school initiatives that
promote effective teaching and learning.
On the contrary, if a school is not welcoming to parents and students,
informants noted that students tend to respond negatively to the school and its members.
When students do not feel welcomed, children may show their frustration in many
different ways that go from apathy and isolation, to discipline problems, and other
negative behaviors towards adults and other students within the school. Both parents and
children are more prone to close themselves off from the school if they perceive that they
are not welcomed in the school community.
As informant B noted, children know when someone likes them and really cares
about them. Children have a special sense to determine who is genuinely concerned about
them, and who works in their best interest. Therefore, it is not surprising that they know
when they are welcomed or not in the school community that they attend every day. They
can tell from teachers' behaviors, attitudes, comments, and expectations, who is or is not
happy to have them as their students.

In the case of Hispanic students, creating a welcoming school environment goes
hand-in-hand with meeting their needs, which are usually different from the needs of the
mainstream student population. Many of the Hispanic students, particularly LEP students
find themselves in a completely new world when entering their schools. This new setting
can be intimidating and daunting for many students who are not used to the American
ways. Therefore, some informants stressed that schools should ease that transition. For
instance, informant K, who is of Hispanic descent, says that he wants children to feel
comfortable in the school. He wants to minimize the cultural shock by displaying flags,
school projects, decorations, and crafts that represent students' homelands and that reflect
an awareness of their heritage. He also promotes the use of Spanish because he is aware
that being able to interact with LEP students in the native language decreases the level of
anxiety and eases the frustration of not being able to communicate. It also sends the
message that Spanish is a valuable asset to students' repertoire. "Everything throughout
the school is labeled in English and Spanish so children know where they are, and how to
say different words in English," comments informant K as he explains how his school
makes an effort to guarantee a welcoming environment to all newcomers. Regarding this
he says,
We make them [students] feel better.. . we make the school a welcoming place.
Here, they are able to see things from Colombia, Costa Rica, Argentina, and all
of our countries... So they are able to see that touch of home and make them
feel closer to their homelands. Also throughout the year we display projects on
the different countries these kids are from. Children get to write about their
country, the food they eat, and their families. We also incorporate the use of
Spanish as much as we can. It makes them relax because they can communicate.
(Informant K, Interview 2)

Informant G further elucidates what happens when new children and their
families come into her primary school; "We introduce the child to the teacher, and we
welcome them to the classroom. We try to make it as welcoming as possible for them."
She also emphasizes that parents are welcomed because they need to trust the school, and
the people to whom they are handing over their most precious possession; their children.
We introduce ourselves to the families, and always tell them that if there is
something that they need, we are here to help them and answer any question
they might have. We invite parents to family functions, and we let them know
that we want them to be part of our school family. We make it just as warm a
welcome as possible. You do not want anyone feeling intimidated to come in.
(Informant G, Interview 2)
It seems informants are conscious that schools need to be inviting to the
students they are serving. Hispanic students are likely to feel anxious and outsiders if
their schools do not display those "touches of home," that can bring students closer to
their homelands, customs, traditions, beliefs, and values. A mere bulletin board that
represents the different cultures and countries within the school makes children feel
accepted and welcomed. Although a bulletin board might not be enough, it can certainly
send the message that these children are part of the school community.
Last but not least, informants highlighted the importance of welcoming parents
to the school. They report that they know that it might be difficult for parents to come
into the school and feel comfortable, due to a number of reasons such as, inability to
speak English, undocumented status, negative former schooling experiences, no formal
education, and low rapport with teachers and administrators among others. In reference to
this informant B says, "I try to work on those areas. I try to make parents feel

comfortable coming here. I try to use the little Spanish I know to break the ice. I h o w
that there is a barrier, but I try as hard as I can to break it."
Informant C, a former LEP student, also stresses the need to make parents feel
at ease every time they visit the school. She greets them, and takes her time to personally
assist them in whatever they might need. She shows respect, enthusiasm, and excitement
to see them in the school. She lets them h o w that she is happy they took the time to stop
by. Whenever possible she even invites parents to take a walk with her to see the school,
the classrooms, and their children learning in action.
Welcoming parents and students can certainly make a difference in the way
they interact and react to the school. Principals who actively promote learning
environments that are welcoming and responsive to the population they serve are more
likely to achieve the desired outcomes. Parents at the same time will be more willing to
visit the school, ask questions, and participate in school events intended to promote
student learning.
Sensitiviw to Students' Needs

Educators, whether they are teachers or school administrators need to be aware
of their students' thoughts, feelings, frames of reference, and views of the world.
Learning about students' different values, attitudes, desires, aspirations, and beliefs can
be a helpful avenue to communicate and reach them out more effectively. Wittmer (1992)
states that building self-awareness, awareness of others, and sensitivity to self and others
in regard to diversity can and should be a major component of any comprehensive school
program.

As the population of Hispanics increases within the United States, there seems
to be an increased need for educators to learn more and about the diversity and the
pluralism within their schools. School principals need cultural knowledge which Adam
(1995) defines as the familiarization with selected cultural characteristics, history, values,
belief systems, and behaviors of the members of a particular ethnic group; and cultural
awareness which is the developing sensitivity and understanding of another ethnic group
by showing flexibility and openness when relating to others. Both cultural knowledge and
cultural awareness in turn lead to Cultural Sensitivity, which implies the ability to
acknowledge that cultural differences as well as similarities exist, without assigning
values to them, that is, better or worse, right or wrong (Texas Department of Health,
National Maternal and Child Health Center on Cultural Competency, 1997).
The research findings indicate that informants make attempts to increase their
sensitivity to the issues which ESLhilingual children are faced with when entering their
schools. Informant K noted that school principals need to know about these issues in
order to understand the challenges that many of these children are confronted with, from
poverty, violence, and abuse to neglect, broken homes, and health concerns. For instance,
informants made references to children who lost family members in gang violence and
drugs; children who live in single parent households, or are being raised by their
grandparents; and children who are victims of abuse and neglect. In addition,
ESLtbilingual children are likely to hoist a series of psychological and emotional
struggles they go through when coming to the United States. Regarding this informant K
comments,
Many of them [ESLhilingual children] come to this country and leave behind
family members. They might come with the father and leave the mother or vice

versa. Many came after years of living with their grandparents. So they come to
live with people who they have not seen for years.. .The children leave behind
their grandparents who were the only parents they knew. There are a lot of
separation issues. Also, coming here is not easy. Many of these kids crossed the
border walking through the desert, with no water, no food, walking without a
rest, exposed to who knows what dangers. It has to be traumatic, and I find it so
touching that they open up to me and tell me about their journey to America.
Then, when they finally make it here, the process of acculturation is in itself
another issue. These children are faced with a whole new world. It might be
exciting at the beginning but it hits them sooner or later.
(Informant K, Interview 2)
These children are also faced with acculturation issues, which may negatively
affect their academic performance (Alva & De 10s Reyes, 1999). These acculturation
problems can include mixed up feelings which gravitate from excitement and exhilaration
to frustration, anxiety, and disappointment. While many children are thrilled by the
adventure of coming to a new place, they may also feel alienated and estranged by the
linguistic and cultural differences they encounter as they enter their new schools and
communities. Besides, they may be stressed out by their inability to communicate in
English, and the pressure to fit into their new world. At school, children are expected to
keep up with the American standards, often a daunting task due to children's limited
English proficiency, inadequate former schooling, and little or no appropriate additional
support to assist them with the transition into the mainstream.
Being aware of these issues can assist principals and teachers to gain
understanding and develop empathy toward immigrant students. When school principals
and teachers demonstrate through their actions that they have the sensitivities necessary
to soothe the differences and ease the transition into the American system, children are

more likely to experience academic success and satisfaction within the educational
system. Having the ability to minimize the cultural and linguistic shock can lessen the
newcomers' level of stress and anxiety, and promote a more positive attitude and
experience toward their new schools and communities.
Informants referred to this ability to sympathize and empathize with LEP
students as the "human touch," or "the emotional quotient piece," that there needs to exist
to facilitate children's adjustment to the new learning and social environment they find
themselves in. Being sensitive to their needs implies that school administrators and
classroom teachers embark themselves in the task of learning about their students' culture
and develop noteworthy, meaningful ways to include those cultures into their learning
communities. It also implies developing strategies to assist children cope with the issues
and challenges they encounter on their way.
Bilingual informants also highlighted that their experiences as former LEP
students certainly facilitates their job as administrators because it makes them more
sensitive to the issues and struggles Hispanic children deal with. They also sustain that
their similar backgrounds allow them to relate better to ESLibilingual children because
they went through analogous experiences and struggles. They all underwent the difficult
task to learn a second language and leave everything behind to start anew in a foreign
country.
However, informants are careful to clarify that being bilingual is certainly a
desirable attribute for effective school principals but is not enough if they are not
sensitive to the students' needs. "Unfortunately, there are situations where the person
could be bilingual but does not have the sensitivity to reach out and advocate for these

students," comments informant K as he explains and clarifies that educating Hispanic
children goes beyond being bilingual or having a similar cultural background. It requires
sensitivity, awareness, training, and commitment in order to reach out these children. On
this note, informant K reflects,
The fact that I was bilingual did not help me to realize that I was not reaching
all kids. So afier I took different classes on the teaching of bilingual children, I
realized that it was up to me to meet the kids at the level they were. I had to
asses the situation and the children and build up from what children knew. I
realized that I had to provide experiences where the kids were successful and
take them from there. It is not easy. It is time consuming. But it can be done. So
I built new knowledge from what they already knew and brought with them. I
also honored what they brought to the classroom and to the school. I made them
realize that what they had to offer was important. Being available to them is
another way you can be sensitive to their needs. I want them to know that they
can come to me when they have situations. 1have conversations with their
parents and let them know that I am available if they need something. They can
stop by my ofice at any time.
(Informant K, Interview 1)
Sensitivity to the politics of caring itself is the first step toward a more relevant
and authentic pedagogy says Angela Valenzuela (1999) as she warns school leaders that
whenever the leadership is weak and ineffective in terms of cultural awareness, an
authentic caring environment is hard to create. Valenzuela even poses that as long as
those in charge are neither themselves bilingual nor educated on the needs of either
Spanish-dominant or culturally marginal youth, schooling will continue to subtract
resources from them (Valenzuela, 1999).

Relating to Students
Creating a culture of care also implies principals' ability to relate to the students
in their schools. Building rapport and making connections with students was highlighted
by the informants throughout the interviews. "You need to try to put yourself in the shoes
of your kids. If you can do that, then you can create a connection, and that in turn may
lead to a much more productive learning environment," explains informant H as he notes
that showing caring, and genuine interest in all children has a positive effect in their
response to school. "Teaching is all about the rapport you have with the kids. Before you
can teach anything to the kids, they have to trust you. They have to know that you have
their best interest. If a teacher has rapport with the kids, they will learn anything," adds
informant F.
Some informants stated that being able to relate to Hispanic students and make
connections with their language, culture, backgrounds, and learning styles can really
make a difference in their educational experience. These informants also indicated that
they strive to create strong long-term relationships with the children they are educating.
"Making connections with students can tum their lives around," states informant F as he
talks about a mentoring program where teachers volunteered to help struggling students
by spending quality time with them, by listening to them, and by providing counseling.
The mentoring program tumed those kids' lives around. Many of them were
going straight to jail as adults. You could see that in their behavior. Teachers
volunteered twice a week to talk with the kids and make connections. They
showed interest in them. They asked how they were doing at a school, what
help they needed, how things were at home, and things like that. So many of
those kids are still here because teachers were able to build connections with

them and guide them. It was all about the rapport that the kid had with the
teacher. If you can build rapport with the kids, they will do anything.
(Informant F, Interview 4)
Making connections and building rapport with students, and parents has to be
initiated by the teachers and administrators. They have to show commitment and devote
time to listen to kids about their lives, and their experiences in the U.S.A. They need to
show interest, respect, and appreciation for what they have to say, and what they have to
offer. This statement is illustrated by the following vignette,
Here is the deal, it doesn't matter what race or ethnicity you are. You have to
make connection with the kids. In order to make the connections, you have to
understand where the kids come from. Educators need to learn about their
students and students need to learn about you as a teacher and as an
administrator.
(Informant F, Interview 4)
Even if educators have no elements in common with their kids in terms of
language and culture, they should strive to create connections on other grounds that go
beyond the language and cultural barriers. They need to create opportunities for students
and teachers to learn more from and about each other. For example, informant F
mentioned that he organized a barbecue in the "projects," where most of his students live,
in an effort to make teachers more aware of whom their students are, where they live, and
what they see and hear after they leave school.
Lastly, the analysis of the data leads one to conclude that making connections
with students and building rapport with them can certainly make a difference in the way
students perform at school. It will not only create positive interactions among children

and educators, but it will also facilitate the establishment of a culture of care where all
children, their families, teachers, and administrators can enjoy long lasting relationships.

Building Cultural Awareness
Building cultural awareness was cited by informants as one of the must-have
elements in order to build positive, enriching, learning environments for ESLlbilingual
children. Informants agree that school principals need to ensure that students, staff, and
parents take part in programs that include a variety of activities specifically aimed at
fostering cultural awareness among all school stakeholders. Informants believe school
principals have the double task of making themselves and their staff culturally aware of
the differences and similarities that exist between them and their students, and they have
to make their ESLlbilingual parents and students aware of what is expected from them at
school and in the larger American society.
Many Hispanic families come to the U.S.A. with little or no knowledge at all of
the social and cultural norms within mainstream America. The cultural differences can
turn alienating and frustrating for both parents and children who have to interact within
social and cultural parameters with which they are not familiar. Similarly, U.S. locals are
unaware of the cultural and social patterns that determine the newcomers' behaviors. This
lack of awareness between both groups may generate misunderstandings, stereotypes, and
misconceptions, among the members of each group.
If educators are not aware of these differences, they will not be able to mitigate
the cultural differences and accommodate their teaching to the cultural patterns of the
students that they serve. School principals and teachers can help Hispanic children to

become comfortable and confident in the school setting by identifying and
acknowledging their unique cultural behaviors, by using communication patterns, and
instructional techniques that are familiar to them, and by validating the students' cultures
and leaming styles.
Informants agree that the more school principals become aware of cultural
differences and patterns, the more likely they are to effectively address the needs of their
students because they can differentiate, and customize teaching and leaming to their
students' cognitive style. "Being exposed to different cultures makes you a better person,
and a better contributor to society in general," says informgnt A as he explains that
knowing an racial/ethnic group well, or being able to relate to that group well, makes him
more effective as a school principal because he can operate in both worlds, his and that of
the children he is serving. The same sentiment is shared by most of his fellow school
administrators who agree that understanding the codes of different cultures facilitates
their work for they can be appreciative and tolerant of cultural differences. For example,
informant F comments.
One of the things we demand from children in America is to look at us in the
face when we are talking to them. A student from Mexico will always look
down. If you tell that student that he is being disrespectful because he or she is
not looking at your face, then you do not know that in that culture, it is
disrespectful to look an adult in the face when they are talking to you. If you as
a principal do not know that, then you have a problem. As an educator, you
need to be aware of the different traditions and different ways of behaving that
relate to certain cultures.
(Informant F, Interview 2)

Informants also emphasized that it is necessary to make ESLtbilingual students
and their families aware of the social, cultural, and academic expectations in America.
Regarding this informant F comments,
I learn from my students. .. I learn about their culture but at the same time, you
want them to learn about the cultural pattems in the American culture, so that
they can interact in it. If they are going to live in this country, they need to learn
about it. Does it mean that they will have to forget about their culture? Not at
all! They just need to be aware about the ways things are done in this country.
So making kids aware of the cultural differences is very important.
(Informant F, Interview 3)
The belief that Hispanic students need to learn the cultural patterns in the
American culture was highlighted throughout the data. Informants believe that failing to
provide students with that cultural awareness places them at a disadvantage both socially
and academically. Socially because students' behaviors, manners, and interactions can be
misinterpreted, or disregarded as inappropriate, or disrespectful; for example, dressing in
a particular way, not looking at the eyes when talking to a teacher, not shaking hands
with a firm grip, getting too close when talking to someone, or talking and laughing out
loud. And, academically because Hispanic ESL students come to school with little or no
cultural background related to American culture, such as American holidays,
celebrations, traditions, bedtime stories, nursery rhymes and songs, popular literary
characters, folktales, sayings, and idiomatic expressions. Informant E eloquently refers to
this as follows,
I think that there are certain things that Hispanic children need to learn because
not knowing them puts them at a bigger disadvantage in terms of academic
performance. Let me give you an example, fairy tales; all mainstream children
hear them all the time. Parents will tell those stories at bedtime and at any time.

But kids who come from other countries do not hear them till they come here to
school. So these stories are not really relevant to them because they never heard
them before. They hear the stories of our countries. But the truth is that they
need to know the stories from this country as well because when they take the
SAT or the standardized tests, or in a conversation, there are references to that
background knowledge. Unless they are exposed to that, they won't know what
is going on. Nursery rhymes are part of the core understanding of our culture as
Americans. Therefore, teachers should make adjustments to the way they
present the curriculum, and actually talk to the kids why learning about these
stories will be relevant for them in the future.
(Informant E, Interview 2)
The same is true of Hispanic parents who lack understanding of the cultural and
social expectation in American schools. For example, American educators expect parents
to get actively involved in their children's education. However, Hispanic parents usually
do not engage in school matters because in their cultural framework doing so would be
like meddling with the teacher's work. Hispanic parents trust the teacher's expertise and
believe that teachers know better, what is best for their kids; therefore, they do not want
to be perceived as trying to interfere with school matters. Teachers, on the other hand,
may get the impression that Hispanic parents do not care about what happens at school.
Informant L captures this notion by sharing his own experience as a principal and as a
Hispanic American.
I feel that the Latino parents confide a lot more in the schools. They trust the
school a hundred percent. They feel they would be messing with things they do
not have to mess about if they ask too many question about their kids'
education. Regardless, if they are educated or not, they respect what the school
has to say or decides to do. My parents would always say, "The school is
always right." They know what they are doing. You are here to learn, and they

have a lot to offer you. Many teachers might not understand that. They may
think these parents simply do not care if their children succeed at school or not.

(Informant L, Interview 1)
The findings suggest that parents' and educators' lack of cultural awareness can
result in misunderstandings, and misperceptions about each other. While parents do not
want to intrude with teachers' work, teachers condemn such behaviors as lack of interest,
or neglect. Therefore, it is necessary that school principals ensure their teachers are aware
of these differences and can work cooperatively to design strategies to reach out Hispanic
parents, educate, and explain to them how their active participation in school matters will
positively impact their children's performance at school. Parents need to be aware that
their involvement is a crucial component of effective teaching and learning, and a sought
after complement to teacher's work.
Informants also stated that school principals need to educate Hispanic parents
on areas that go beyond the academics. For example, parent need to know about the legal
repercussions of disciplining their children through corporal punishment. Though it might
be culturally acceptable back in their homelands, physical punishment is frowned upon in
America and can be misinterpreted as child abuse. While child abuse should not be
tolerated in any culture or society, slapping, spanking, and paddling children for purposes
of discipline are accepted as child rearing practices among many Hispanic folks.
However, these practices have placed many Hispanic parents in difficult
situations when principals and teachers reported them to the authorities for as child abuse.
Many Hispanic parents are not aware that even though someone may understand their
cultural background, the laws in the United States require educators to report any instance

of potential child abuse. Informant C, a Hispanic primary school principal shares her own
experience as follows,
I had uncles and aunts that would spank their children, not to hurt them, but to
teach them respect and moral values. I know it is part of the culture. I know she
didn't mean to harm her children, but they need to know that this is not tolerated
in America. If I see something like that, I have to report it. It's the law.
(Informant C, Interview 2)
Informant G says she has been faced with these situations several times in her
experience as a school principal. Therefore, she learned that educating parents on this
topic is something she takes care of. Every school year, she organizes informational
meetings where parents have the opportunity to talk about behavior problems, and to
identify disciplinary techniques which do not involve any type of physical punishment.
The data indicate that most principals strive to respond to the cultural values of
the population they are serving, and they are very careful not to impose their ways,
values, and beliefs. Even when they are not able to understand or accept some cultural
behaviors, they strive to show tolerance and respect. Our purpose as educators is to leam
from our students and to let our students leam from us by increasing both self-awareness
and cross-cultural awareness among all stakeholders within the school community.

Breaking Away from Stereo fypes, Misconceptions, and Discrimination

The analysis of the data suggests that educating Hispanic students requires
creating a culture of care and building cultural awareness among the school stakeholders.
Once both these conditions are present and established within the learning communities
serving ESL Hispanic students, it should be easier for everyone within the school

community to break away from stereotypes, misconceptions, and discriminatory
behaviors against Hispanic students and their families. The data indicate that school
principals are aware that stereotypes, misconceptions, and discriminatory behaviors are
part of the everyday challenges they are faced with in their schools communities.
Stereotypes usually portray a person or a group of people in a negative manner.
Such depiction may become widespread and accepted as a true and valid representation
of that person or group of people. Indeed, informants made reference to some of the most
common stereotypes usually associated with Hispanic students and their families. For
example, informants observed that Hispanics are often believed to be lazy, loud, immoral,
and undocumented residents, who take advantage of the services available to American
citizens.
Even informants themselves grew up in a society where stereotypes and
prejudices affected their lives, and careers as school administrators. "I think that this is a
struggle to anybody that is not White in this country," says informant A as he talks about
the struggle of minority groups to be accepted and valued as true contributors of
America's wealth and prosperity. Informant F observes that African Americans and
Hispanics have more or less the same stereotypes considering that both groups are often
seen as lazy, ignorant, and not really motivated to strive for personal and educational
advancement. However, Informant B noted that Hispanics are at a greater disadvantage
because they carry more serious stereotypes and demeanors about them. Hispanics are
more likely to be perceived as "dumb" or less capable to perform in jobs which require
skilled training and which go beyond the boundaries of low-paying menial jobs.

Informants A and B admit that for African Americans it is not easy to advance
as professionals, let alone for Hispanics who have to prove themselves as capable,
productive members within the American society at all times. Informant B refers to this
as follows,
It is hard for an African American to be in this position, but it will be much
harder for a Hispanic person to be in this position. I think that mainstream
America will give them a harder time than to the African American...
Why?...Because when you look around in this town and many parts across
America, you see the majority of Mexicans at the train station waiting to be
picked up to do someone else's dirty work. People see Mexicans, Hispanics as
the lawn mowers, as the dish washers, as the construction workers, but not as
the school leader or successfUl business man. I think it will be hard for people to
accept their boss is a Hispanic or a Mexican.
(Informant B, Interview 1)
The data indicate that informants have positive perceptions of Hispanic
children, their parents, and their communities. Most informants perceive Hispanics as
family oriented, hard working, eager to learn, respectful, easy to please, and willing to
make a better life for themselves and their children. Informants highlight Hispanic
children's excitement to learn, and appreciation for what they are offered in their schools.
"I feel like they [Hispanics] value education more than the Americans because they
appreciate it more.. . They want to learn.. . They want a better life. I think that Americans
take all these opportunities for granted and Hispanics do not," comments informant A.
The research findings point out that informants tend to use Hispanic and
Mexican as synonyms, possibly because Mexican students form the largest and fastest
growing group in their schools. They also tend to use Hispanic to refer to all Spanishspeaking people regardless of their national origin. Even though Hispanics may have

many things in common among each other; for example, language and religion, they are
far from being a homogeneous group. Hispanics come from more than 20 different
countries, each with diverse historical, political, economic, social, and cultural
backgrounds. For instance, Mexicans are certainly different from Dominicans or
Argentineans.
Informants noted that they are aware that prejudice and discrimination are
present in their schools, and that there is a clear need to break away from anti-Hispanic
sentiments. While prejudice and discrimination are not openly manifested, informants
observe discriminatory attitudes in their schools and in the communities where Hispanic
live and work. In schools where Hispanics had traditionally been part of the community,
prejudice and discrimination seem to be less marked. However, in schools where the
Hispanic population is relatively a new phenomenon, the resistance to accept them as part
of the school, and the community are perceptible and implicit in the comments, attitudes,
and behaviors of different role-players within the learning community.
The opposition to welcome or accept Hispanics, particularly undocumented
ones, is also manifested in the resistance to provide ESLhilingual services to the LEP
student population. Informant A shared the struggle that he and other school
administrators had to go through when they decided it was time the Hispanic LEP
population in his school received bilingual education services. "People did not understand
it. They did not want to accept that it was time for the school to accommodate to the
needs of these students," says informant A, as he explains that the opposition was
basically out of ignorance, prejudice, and anti-immigration sentiments. In reference to
this, informant A also commented,

When we decided that we wanted to move into the bilingual arena, a lot of
people; teachers, parents, community members came out and said, "No, we
shouldn't be having a bilingual program because kids have to be immersed in
English, so they will pick it up faster, and then they will become fluent more
quickly. That is what needs to be done. We do not need to teach them in
Spanish because they already know Spanish. They need to learn English. This is
America. They should learn English; otherwise, they should not be here.
(Informant A, Interview 1)
While some people can openly speak their mind about what they think in terms
of Hispanics, and immigration issues outside the school setting, teachers and
administrators refrain from making statements on undocumented immigrants due to the
legal repercussion such statements may have. There are a number of laws that address
education for undocumented families, such as the Plyer vs. Doe Supreme Court Decision
that guarantees the right of children of undocumented immigrants to a free, public
education. Administrators and other school personnel cannot openly say what they really
think. Nonetheless, people's sentiments usually leak through comments, and attitudes that
give away how they really feel about a particular issue. For example, informant A quoted
a teacher who sarcastically commented, "Oh, it looks like Ellis Island here" referring to
the numerous Hispanic parents who had showed up for kindergarten registration at the
school site. Informant H also shared about a teacher, who was dismayed at the fact that
the school held a Cinco de Mayo Assembly on the Friday right before Memorial Day.
Certainly, breaking away from stereotypes which may lead to prejudice,
bigotry, and discrimination, is a complicated and thorny task school leaders are faced
with in their schools. Informant A eloquently refers to this as follows,

The thing with racism, prejudice, and discrimination is that they are not tangible
many times. They are not something that you can reach out and touch, but you
know they are there. It is like an undercurrent. You kind of have an idea of the
people who feel that way just by the way they are and how they function. It is
just their attitude that tells you they do not like Hispanics, Blacks or
immigrants... Again, it is nothing tangible. No one would come and tell you, "I
do not like the Hispanic children, or do not waste our tax money on these kids"
but there is something in their mannerism that lets you know how they feel.
(Informant A, Interview 2)
Breaking away from stereotypes will allow school leaders to create more
accepting and caring learning environments where all children regardless of their national
origin, race, ethnicity, and social background, can thrive and develop their full potential.
Though the task is not easy, cultural awareness and diversity validation constitute a
positive move to reduce the negative effects of unfounded stereotypes, unsubstantiated
prejudices, and unjustified discrimination.

Providing Effective Instruction

Educating ESLhilingual students with the appropriate instructional methods is
certainly another key element to facilitate the creation and establishment of positive
learning environments for ESLhilingual students. The construction of caring learning
communities and the strengthening of cultural awareness as discussed earlier are
fundamental elements in the process of educating culturally and linguistically diverse
students. Both caring and culturally aware leaming communities increase the likelihood
that ESL students have a successfd learning experience in their schools. However,
establishing a welcoming, caring, and safe learning environment might not be enough to

ensure positive student outcomes for Hispanic students if the process is not accompanied
by the appropriate pedagogy.
ESL/bilingual students' academic success certainly rests on the ability of school
leaders and instructional personnel to implement the principles of teaching and learning
that have been found to be effective to educate LEP students. There is a need to ensure
that ESLhilingual students receive instruction that is congruent with their culture,
cognitive styles, family values, and practices. The use of improper teaching pedagogy
and methodology may curtail students' ability to succeed in school, and to attain the
academics skills necessary to face the challenges of today's social and educational
expectations (Garcia, 2002).
Effective schools systematically address instructional practices, and provide for
the support systems students need to succeed academically (Winfield & Manning, 1992
as cited in Rutherford, 1999). They also maintain procedures for enhancing student
achievement by actively engaging in curriculum planning, staff development, and
instructional improvement that reflect the cultures and learning styles of students from
diverse ethnic and social-class groups (Banks & Banks, 1989).
As the data unfolded, informants highlighted a series of factors and conditions
that they consider could improve and facilitate effective instruction for ESLhilingual
students. Among the most salient ones, the following were recurrently mentioned by most
informants: the need to design and implement the appropriate curriculum, the use of
cooperative learning strategies, the creation of student centered learning environments,
the need to make learning relevant and connected to students' lives, the need to take into
consideration students' learning styles, the need to make students experience success, the

need to show high expectations for all students, the use of Spanish, the need of qualified
teachers and staff development, and the need to provide appropriate accommodations and
resources.
Appropriate Curriculum

The findings suggest that informants are aware that an appropriate curriculum is
necessary to ensure that students receive proper instruction.
While informants strongly encourage teachers to follow and cover the New
Jersey Core Curriculum Content Standards (NJCCCS), they also seem aware that the
cuniculum should be a flexible, adaptable, and relevant tool to guide instruction.
Informants encourage their teachers to modify the curriculum as necessary to meet the
specific needs of the students they are serving. They explained that teachers have the
freedom to teach the NJCCCS in any way they want, but they cannot decide what
standards are relevant or important to the students because the NJCCCS are not an
option. This sentiment is captured by informant B, who commented,
These core curriculum standards have to be taught. They are tested. The
freedom of the school comes in the way you teach the curriculum. We can
weave in other things, but you must cover those skills. The teachers need to
know the kids they are sewing and make the accommodations they need to
access the curriculum standards. They need to make skills and concepts relevant
to students' lives and realities. They help students make the connection between
the standards and real life.
(Informant B, Interview 5)
It is also worth noticing that some informants admitted their school districts did
not have a written curriculum for their ESL and bilingual classes. They trusted their
bilingual and ESL teachers' expertise to make the appropriate modifications and

adjustments to the regular curriculum in order to make content accessible and relevant to
the LEP Hispanic student population. While adjusting the curriculum to the reality and
backgrounds of Hispanic students might be an easier task for ESLhilingual teachers, it
might not be as easy for monolingual teachers who do not share their students'
backgrounds and who do not have formal training in the field of ESLhilingual education.

Cooperative Learning
The findings indicate that some informants are aware of the research that
supports that Hispanic LEP students benefit from instruction that promotes cooperative
learning (Kagan, 1986; Losey, 1995). As instructional leaders, informants mentioned that
they encourage teachers to make cooperative learning a standard component of their daily
class instruction. They believe that cooperative learning can help students develop the
social and academic skills that students will need throughout their lives. For instance,
students learn about teamwork, responsibility, accountability, interdependence, and
leadership.
Informants also understand that cooperative learning has been found effective in
assisting LEP students to develop communication skills, self-esteem, and motivation.
Students who participate in cooperative learning activities become more motivated, and
tend to spend more time on task, and do better in school. "Cooperative learning is perfect
for our students. It is a motivating, non-threatening approach to assist ESL students learn
the language, and interact with their classmates," comments informant G as she
highlights the need to promote cooperative peer interaction as an effective instructional
practice for ESLhilingual students.

Student Centered Learning Environment

The analysis of the data suggests that informants believe that instruction should
be based on the premise that students are active participants in the teaching and learning
process. The data indicate that most informants encourage teachers to make learning a
student-centered experience, where students actively participate in the construction of
new knowledge. Regarding this, informant D comments, "I tell my teachers to let the
students decide what they want to learn today. Make them active participants of the
teaching and learning process. Make them feel their opinion is important. Give them
options of skills you are going to end up teaching anyway." Informant D's comment is
supported by the research on high performing effective schools for Hispanic students,
which sustains that schools that encourage and promote student initiated learning,
inquiry, and experimentation, achieve better student outcomes (Anderson & Thorpe,
1992; Garcia, 1991; both as cited in Reyes, Scribner & Paredes-Scribner, 1999).

Similarly, the research suggests that students who are treated as active and able
participants in the teaching and learning process are more likely to get involved in school
affairs and do better in school (Stedman, 1987).
Making Connections to Students' Lives

Informants believe that teaching and learning should tap into student's everyday
lives, experiences, and backgrounds. Students are certainly more likely to take an interest
in school when they know that what they learn is connected to their culture, age group,
interests, and personal experiences. Informants concurred that making connections with
students' experiences outside the school allows students to have more powerful and more
lasting learning experiences because they are able to build new knowledge upon

something they are already familiar with. The data also indicate that informants
encourage their teachers to learn more about their students and their background so they
can effectively make instruction more relevant, integrated, and connected to their
students' realities. Having such knowledge and awareness about students allows
educators to modify and differentiate their teaching to make meaningful connections
between content and real life. Regarding this informant K comments,
As an educator, you can still teach your students your way, but start building
upon something the child already knows. Make the connections. You need to
tap into their knowledge and cultural base. If you are teaching history or math
and you are talking about the pyramids, not only talk about the pyramids in
Egypt but also bring in the pyramids in Mexico. The children are more likely to
relate to them better because that is part of their culture and heritage.
(Informant K, Interview 2)
Making Learning Relevant

Informants agree that effective instruction should not only relate to what
students already know, but it should also be relevant and meaningful to the student.
Informants stated that it is important to explicitly let students know about the purpose and
reason of learning. When students know what it is that they will learn and why it is
important to them, students are likely to expend more effort and consequently increase
their learning (Hunter, 1982). Before students can be motivated to achieve, students must
first see the relevance of achieving in their lives, say Moll, Tapia, and Whitmore (1993)
as they explain that effective instruction draws on students' backgrounds and cultural
environments to make school and schooling more relevant to students' lives. Regarding
this, informant F comments, "If children do not understand why they are here. If they do
not see why they are learning this or that, they are not going to find their being here

worthwhile." Therefore, it is imperative educators take advantage of the social and
cultural aspects of their students' lives as a motive and context for acquiring and applying
knowledge in the classroom. Educators, as stated earlier, should support the culture of
students' lives and build upon those experiences to make learning more relevant and
meaningful.
Considering Students ' Learning Styles

As discussed earlier, educators need to develop an understanding of the ways
and conditions under which each student learns best. They have to ensure the learning
environment is conducive to the strengths and preferences of every student. Taking into
consideration students' learning styles gives educator a better understanding of the way in
which learners perceive, interact with, and respond to the learning environment. For
example, Hispanic students are more likely to learn when they work cooperatively in
small groups, and when the teacher guides them step by step in the learning process.
Informants sustain that effective instruction should also addresses the learning styles and
intelligences of all students, that is; students who are visual or auditory learners should be
taught using materials that are aligned with these cognitive styles. A good solid
understanding of learning styles and implementation of various teaching styles can
certainly increase student understanding in the classroom (Reyes & Pazey as cited in
Reyes, Scribner & Paredes Scribner, 1999).
Making Students Experience Success

Throughout the interviews, informants made direct or indirect reference to the
importance to allow LEP students to feel successful in the classroom for motivation and
continued involvement in the learning process (Brown, 2001; Peregoy & Boyle, 2005).

Students who experience success at school are more receptive to new learning and
develop an enhanced self-esteem, which in turn brings about more success. Informant H
defines success as "the motivator that will breed more effort and in turn more success."
He calls it a "drug addiction" that makes students want to experience it more and more.
"The more success you experience the more you want," he says.
Informant K calls success a "student need," which educators must address to
help children excel at school and in life. "Students need to feel successful in learning
before they can do other things in their lives," comments informant E. "Success is the
motivation kids need to try their best at school," adds informant F as he shares his
personal experience as a former at-risk student.
I didn't excel until I was in eight grade. School was just something I had to do. I
was not motivated.. . I did enough work to get by. I did not work toward my full
potential. When I made honor roll in eighth grade, I realized that I could do
it.. .. I think what made the change in me was making honor roll. I don't know
how I made honor roll but when I did, I said I have to do it again. It was the
motivation I was lacking. I can remember like yesterday how proud I felt when
I received that honor roll certificate.
(Informant F, Interview 1)
Informants warned unsuccessful students usually lack the desire and the
confidence to do well in school. "Kids often give up because they are frustrated and
because they are not being successful," observes informant H as he explains that
constantly failing at something increases children's level of frustration, reluctance to take
risks, and to put forth effort to achieve. Therefore, it is necessary to help students
experience success and develop self-confidence, but not at the expense of over simplified
assignments, lower expectations, and a watered down curriculum.

Showing High Expectations
Informants commented that effective instruction should reflect and advocate for
high expectation for all students. The belief that all students can learn should be
prevalent, at all times, and throughout the school community. "You need to show kids
that they can achieve. You need to treat them and teach them as if they are gifted and
talented. If you believe it, they will do their best to live up to your expectations. All
children can learn and they deserve they are challenged," says informant D as she
explains that children need high expectations and challenges in order to attain high levels
of education.
Informants also wam that educators should not confuse differentiating instruction
with lowering expectations. While the curriculum should be modified to meet the needs
of LEP students, it does not mean that the expectation should be lowered, watered down,
shortened, or impoverished. In fact, informants seem to believe that the curriculum for
LEP students should be even more challenging and demanding than that of the
mainstream student population because LEP kids are faced with far more challenges than
their mainstream peers are. They need to acquire English communication skills, both oral
and written. They need to learn grade level content in all subjects; that is; math, language

arts,science, and social studies. And they need to develop an understanding of the sociocultural norms and expectations, which are unique to America. In reference to this
informant E comments,
I think that there are certain things that our children need to learn because not
knowing them puts them at a bigger disadvantage than children in the general
population. I do not think that we should be dummying the curriculum down. I
think our kids should be held to the same standards as we hold everyone else.

Probably, we need to make the curriculum more intense than we do it for the
others because they usually come from a different culture and with a different
language; and are not exposed to things that are unique to the American culture.
(Informant E, Interview 2)
Allow the Use of Spanish
Some informants explicitly expressed their conviction that students' language
background was an asset that they could use as a resource and as a tool for inquiry,
communication, and thinking (Moll, 1992). For this reason, most informants promote the
use of Spanish as an instructional tool that can facilitate teaching and learning. In effect,
using students' first language to clarify main ideas and concepts is often the most
efficient way to stay on track and not distract from the flow of the lesson. Using Spanish
can help teachers save time and energy when teaching concepts that might be hard for
students to understand because of their English limited proficiency. Educators can also
tap into their students' dual language ability to translate and help non-English speaking
peers.
Some informants indicated that rejecting students' home language affects
students' self-esteem, academic achievement, and relationships among students in the
school. They believe that teachers and administrators should make students feel proud of
their dual language ability, and they should promote the use of Spanish and bilingualism

as a positive attribute and not as a deficit to be remedied (Rutherford, as cited in Reyes,
Scribner & Paredes Scribner, 1999). While it is true that children need to attain English
skills, impeding them to learn, communicate, and interact in Spanish will certainly not
facilitate nor increase their academic achievement. Regarding this, informant E
elaborates,

One of the biggest mistakes that we make to the Spanish speaking kids is to say
speak English, not Spanish. It hurts them. In learning, you need to make
connections to previous learning, to experiences in your life. It is cognitive
functioning. You make connections to what you know. If we say to children, do
not speak Spanish.. . these kids cannot make connections because we are just
pushing that entire piece aside from them, and they have to start form scratch. If
you show appreciations for their language and you validate it as a pivotal
learning tool, children feel appreciated and more willing to learn.
(Informant E, Interview 1)
Similarly, informant K notes that allowing children to develop both literacy and
communicative skills in their first language is very important because "having a strong
foundation in one language makes it easier to learn a second language; and because it is
much easier for children to become literate in a language that they already know."
Informant K also explains that Hispanic children already have a rich background in their
home language in terms of vocabulary, syntax, pragmatic, and morphology; therefore, it
makes sense that they develop their literacy skills in Spanish first. Once they have a
strong foundation in their first language, they can add a second language because they
already have reading and writing skills that they can transfer to acquire the second
language. This rationale is backed up by the research on second language acquisition that
says that "the strongest predictor of L2 (second language) student achievement is the
amount of formal L1 (native language) schooling. The more L1 grade-level schooling a
child has, the higher L2 achievement helshe is likely to attain" (Thomas & Collier, 2002).

While most informants believe that students should be permitted to progress
from Spanish usage to English without feeling pressured to do so by anyone in the
school, a few other informants noted that letting children use Spanish prevents them from
learning English as fast as they could. Informant F, for example, says, "You do not want
to keep them [Hispanic ESL students] in the comfort zone, where they are just speaking
the same language. The idea is to get them to learn English." Similarly, informant B
stated that he discourages his staff, particularly the Spanish speaking staff, from using
Spanish with the bilingual students because it prevents them from putting forth effort to
communicate in English. Regarding this, he comments,
I tell my dean of students, "do not talk Spanish to the kids," talk English to
them because you have those kids who can speak English but they keep
reversing to Spanish. I think that the more practice the better. The more they use
English the faster they will learn it. In the cafeteria, for example, they sit at the
table and they speak Spanish; there is nothing wrong with it but they never get a
chance to interact with others. The 4" grade ESLIbilingual class, for example, is
all day together with a Spanish speaking teacher. They go to the cafeteria, and
they sit together. Then, they go home and get Spanish again, so they never get
to interact in English. I think it slows them down.
(Informant B, Interview 3)

Qualified Teachers and Appropriate Staff Development
The ability to provide appropriate staff development for all teachers in the
school was highlighted by informants as a main component of effective instructional
programs for LEP Hispanic students. The data indicate that informants believe that the
role of the teacher is central to the entire education enterprise. "Quality teaching is key to
student success," says informant C. Therefore, special attention should be devoted to the
training and retraining of teachers and other members of the professional and support

staff to create effective learning environments for LEP students. The bottom line is that
sound materials and other instructional program components are ineffective in the hands
of teachers who lack the skills, attitudes, perceptions, and content background essential
for a positive multicultural school environment (National Council for the Social Studies,

1991).
Informants agree that both, the district policies and the school policies should
be instituted and aggressively implemented to recruit and maintain a multiethnic school
staff who are sensitive to the needs of the student population they serve. Informants are
aware that not everyone in their schools has the background experience necessary to
work with ESLhilingual students, so they rely on staff development programs geared to
address the gaps in teachers' performance. "Lots of our teachers have no idea of what
they can do to make instruction more accessible for the ESL kids. Not because they want
to but simply because they do not know how to," says informant D. "They really try their
best, but they fail to use the appropriate techniques to teach ESL students," she
concludes.
As the data analysis unfolded, it led one to conclude that principals call for
effective staff development for district administrators, supervisors, teachers, paraprofessionals, and other staff who work with ESLhilingual students. Some informants
noticed that the main reason for which they promote staff development on ESLhilingual
education is because they believe there is still a lot of "ignorance" and misinformation
regarding bilingual education theory and practice. For example, informant C stated that
she is constantly trying to educate her district superintendent so he can make informed
decisions regarding instructional programs, curricula, and support systems for

ESLhilingual students. Informant E observed that whenever she hears people making
uninformed and unfounded comments on ESLhilingual education, she does not overlook
the opportunity to advocate for the benefits of ESLhilingual education.
Similarly, informant G noted that she endorses any opportunity of staff
development that involves ESL and mainstream teachers working together and learning
from each other in order to support the academic achievement of ESLhilingual students.
She also supports and encourages staff development sessions delivered by seasoned
expert ESLhilingual teachers in her school.
However, some informants admitted that their school districts offer limited
opportunities for teachers and administrators to develop competencies and understanding
of bilingual education, second language acquisition, and multicultural education. They
are convinced that well organized, on-going staff development for both monolingual and
bilingual staff could assist them to develop the competences and skills needed to
effectively assist the ESLhilingual students in their schools. Nonetheless, they have not
been able to make it an integral part of their professional development plan.
Regarding the hiring of teachers, informants stressed their unremitting effort to
recruit outstanding content area teachers who have the special language, cultural, and
methodological skills needed to ensure academic success for LEP students. Besides,
informants noted that staffing their schools with qualified bilingual educators was, and
continues to be, a difficult task due to the nation's wide shortage of ESLhilingual
teachers. Such scarcity of qualified bilingual educators is well documented in the
research literature. Boe (1990), for example, documented the serious shortage of qualified

bilingual teachers in his thorough discussion of teacher demand, supply, and shortage at
the national level back in the 1980s.
Unfortunately, the current situation is still disconcerting and alarming
considering that there continues to be a serious and possibly greater shortage of qualified
teachers in the ESLhilingual education field. The situation is eloquently depicted by
informant C who says that "right now to find a bilingual teacher is like trying to find a
needle in a haystack." In fact, the shortage is so alarming that hundreds of districts across
the nation have recurred to recruiting bilingual and ESL teachers overseas in an attempt
to reduce the high demand of Spanish speaking qualified educators. For example,
informant K acknowledged that his school district currently has more than 10 overseas
educators working as ESL, bilingual, and world language teachers. Informant B casually
mentioned that his district hired three international teachers to address the needs of the
ESLhilingual population in his school. Likewise, informant C commented that her
district might seriously consider the possibility to recruit overseas teachers if the demand
for bilingual educators is not satisfied domestically.
The shortage of qualified bilingual and ESL teachers is considered by
researchers in the field as one of the most important factors that inhibits improvement of
instructional programs for LEP students. Garcia (1992) and Quezada (1991) sustain that
teachers who lack training in language acquisition approaches, who have limited general
and specific cultural knowledge, and who cannot communicate effectively with LEP
students, are not prepared to deliver effective quality instruction for this student
population. The analysis of the data indicates that principals are aware of the situation
and are diligently promoting the hiring of bilingual personnel who have the training, the

language skills, and the experience necessary to effectively address the needs of
ESLhilingual students.
Providing Appropriate Accommodations and Resources

The data point out a number of ways in which informants provide appropriate
accommodations and resources for ESLhilingual students in an effort to ensure they
receive effective instruction. Among the most important accommodations, the following
were highlighted: translation, bilingual personnel, instructional support systems, and
personalized attention.
Informants stated that they make sure that notes and flyers sent home are
translated into Spanish. They are convinced that parents play an important role in their
children's education, so it is pivotal they are informed of what is going on at school. They
also mentioned that their schools have interpreters that assist teachers, secretaries, and
parents with translation. When a translator is not available, they rely of the translation
skills of bilingual teachers or other school personnel.
To accommodate the needs of ESLmilingual students, informants are actively
trying to recruit bilingual teachers, ESL teachers, and bilingual teacher assistants. "I am
trying to hire people with bilingual background, who have the experience of working
with English language learners. I think that getting more staff that speaks the language
will help," says informant B. Informants also highlight that they make their best effort to
place ESL or former ESL students with teachers who have training and experience in the
field. Whenever they cannot place students with a certified ESLMingual teacher, they
try to provide in-class support with a bilingual teacher aide, who assists with translations.
The informants' verbatim suggests that because of the lack of properly trained and

certified bilingual and ESL teachers, some informants tend to rely heavily on uncertified
teacher aides, whose only qualification is that they are able to speak the students'
language (Crawford, 1997).
At the same time, other informants actively encourage monolingual mainstream
teachers to take up Spanish conversational classes and to attend workshops and seminars
on ESLhilingual instruction, in order to be better prepared to teach these students. "Even
if a child exited the ESLhilingual program, it doesn't mean they are ready to perform
effectively in the mainstream classroom. They still need a lot of teacher assistance to
make it through, so knowing Spanish can help teachers assist their students better,"
comments informant H.
Besides, informants noted that their schools provide instructional support
systems that include but are not limited to ESL inclusion classes, ESL services, ESL
morning, and afternoon tutorial programs, homework clubs, enrichment classes for LEP
students, Spanish literacy classes, Saturday academies, and other academic and
recreational classes that allow children to interact and develop academic and
communication skills.
In addition, the data suggest that informants understand that effective
instruction also depends on the quality of resources available to teachers and students
within the school. Informants stressed that they make sure their ESLhilingual classes
have all the school supplies, textbooks, and bilingual instructional materials which are of
equal value and quality to the books and materials used in the mainstream classes. "I
make sure that the bilingual classes have the resources that they need, and perhaps even
more resources because they are needier," says informant E as she acknowledges that

many times administrators fail to provide appropriate instructional supplies for their
ESLhilingual classes.
Finally, some informants highlighted the importance of providing ESLhilingual
students with personalized attention from the school as a whole, and from the
administrators in charge, specifically the school principal and the supervisor. Informant F
believes that his school offers effective instruction to the ESLhilingual students due to
the genuine commitment of teachers and administrators to service these students well. "I
think it really is that personalized attention that makes the difference," he concludes.

Conclusion

This section of the research study examined the views that informants have on
the education of Hispanic students and the factors and conditions that they consider
should be implemented to ensure effective outcomes for Hispanic ESL students. The
research findings indicate that creating and establishing a culture of care, increasing
cultural awareness among all stakeholders, and providing adequate and quality
instruction seem to be pivotal components of effective schools for ESLhilingual
students.
As the data were collected and analyzed it is possible to conclude that school
principals and their schools would be able to address more effectively the needs of
ESLhilingual students if they (a) promote the establishment of open, friendly, and
culturally inviting learning environments, where Hispanic students and their families feel
welcomed and appreciated; (b) initiate procedures that maintain a balance between
appropriate instruction, and home-school cultural interactions; (c) create conditions that

promote genuine cultural awareness, and appreciation for the diversity in the school
community, (d) maintain procedures for enhancing student achievement by actively
engaging in curriculum planning, staff development, and instructional improvement
while maintaining culturally sensitive learning environments, (e) implement sound
methodologies and pedagogy for ESLhilingual students; and ( f ) initiate and sustain a
philosophy and culture of care that is responsive to ESL students and their needs.

Interpretation of Findings
A close observation and a detailed analysis of the data revealed a series of
research findings which are germane to the cultural knowledge of this selected group of
school principals, their training, and the challenges they are faced with when educating
language minority students. These findings may also be seen and as valuable lessons
from which administration-trainingprograms and educational practitioners could benefit.
The research findings suggest that a new breed of schoolprincipals is needed to
effectively handle the challenges of today's schools when it comes to diversity,
accountability systems, and renewed social and political expectations. What is needed for
today's schools is a group of school leaders who are prepared with additional knowledge
and leadership competencies in order to be most effective when educating culturally and
linguistically diverse student populations. There is an urgent call for administration
training programs to rethink and re-conceptualize the traditional approach through which
school principals have traditionally been prepared. Principals can no longer exit their
administrative training programs ill equipped to face the challenges of culturally and
linguistically diverse schools.

The inclusion of courses on second language acquisition, cultural diversity, and
ESLhilingual education theory and practice during their training should certainly assist
aspiring principals to enter the field more prepared to develop, implement, and assess
educational programs for ESLhilingual students. Such training will also enhance their
performance as instructional leaders because they will have a sound understanding of the
pedagogy, methodology, and instructional practices that work best for these students.
Additionally, principals will be able to contribute to the continuous professional growth
of their ESLhilingual teachers, and their monolingual teaching staff, who may also lack
the training and the background experience to reach out ESLhilingual students.
Moreover, it is time educators and school administrators realized who their
customers are, and how they can serve them better. The analysis of the data revealed that
it is necessary that principals and teachers in schools with high concentration of
ESLhilingual children make the serious commitment to learn more about Hispanic
children, their backgrounds, their culture, and their learning styles. Principals need to
develop a sound understanding of the theory, practice, and research behind ESLhilingual
education and high performing schools for language minority students. Principals who
actively engage themselves in learning more about Hispanic students, and who make it an
integral part of their professional development plan, are certainly more likely to make up
for the gaps in their training. They will also enhance their skills as school leaders as they
will be better prepared to make appropriate decisions, provide the right accommodations,
and implement the proper programs for ESLhilingual students.
ESLhilingual students, who are Hispanic native Spanish-speakers, represent the
fastest growing minority group in America's schools. They account for nearly four-fifths,

that is, 79 percent of the ESLhilingual population nationwide (Kohler & Lazarin, 2007).
The growth of the Hispanic student population is expected to increase even more in the
next decades; therefore, it would make sense a new breed of school leaders entered the
field prepared to effectively serve these students. Aspiring principals need to enter the
field equipped with supplementary knowledge and skills that fit the needs of a changing
student population by building an understanding of the social, emotional, and educational
reality of the newcomers, and by creating structures that support teaching and learning for
ESLhilingual students (Olsen & Jaramillo, 1999 as cited in Smiley & Salsberry, 2007).
A series of other pertinent lessons can be withdrawn from the research findings,
which are related to the research questions mentioned earlier in the study.

The Training of School Principals
Regarding the training of school leaders and their preparation to deal with
culturally and linguistically diverse students, the research findings led to the following
conclusions:
1. Training programs are out of touch with the reality of today's schools. In spite
of the fact that the number of ESLhilingual students continues to escalate in American
schools, the research study found that little is done to prepare principals for success in
schools with high concentration of culturally and linguistically diverse students. Most
participating principals received no formal training on ESLhilingual education, second
language acquisition, and cultural diversity during their training as school administrators.
2. There is a mismatch between what leadership-trainingprograms in graduate
schools of education teach and what principals need to effectively meet the challenges of

today's diverse schools. Current school administration training programs are falling
behind in their task to equip school principals with the content knowledge, competencies,
and cultural sensitivity needed to lead today's diverse schools. In other words, it seems
that training programs are failing to provide meaningful, relevant learning experiences,
which simulate real world problems and challenges that school leaders are faced with,
when educating language minority students.

3. Lack of training and experience in ESLhilingual education discourages
principals from getting actively involved in the education of ESL/bilingual students.
Principals who lack training and experience in ESLhilingual education believe that they
are not equipped to meet the needs of the increasing number of language minority
students entering their schools. They feel unprepared to design, implement, and assess
culturally responsive programs for ESLhilingual students. Moreover, they feel uncertain
of what can be done to improve existing programs, and how they can promote the
professional growth of teachers who work with ESLhilingual students. Therefore, they
tend to avoid dealing with issues pertaining to ESLhilingual students and the programs
that serve them. They usually entrust the supervision of the ESLhilingual program to
their district bilingual supervisors or Spanish-speaking vice-principals who take care of
everything regarding the ESLhilingual program; from the program implementation and
assessment to the observations, evaluations, and professional growth of the ESLhilingual
teaching staff.

4. Formal training in ESLhilingual education and teaching experience in the
ESLhilingual field enhance principals' leadership competencies. School principals who
have formal training in ESL/bilingual education and teaching experience in the

ESLhilingual field showed a more thorough understanding of what it takes to educate
language minority children in terms of accommodations, instructional delivery,
expectations, curriculum development, learning styles, cultural differences, and language
development. They also seemed more confident when making administrative and
instructional decisions because they have the background knowledge and experience to
back up their actions and resolutions. Besides, they are able to look at the issues
pertaining to ESLhilingual education from a different perspective, and from a more
sensitive approach to educating Hispanic students considering that they are able to
implement changes, provide accommodations, improve instruction, reach out more
effectively language minority parents, and make a difference in the education of the
ESWbilingual students.

5. Principals' engagement in professional growth opportunities in the
ESLhilingual education field seems sporadic and scarce. The research findings suggest
that school principals may fail to learn more about ESLhilingual education and the
challenges posed by language minority students due to four main reasons. Firstly,
principals are unable to attend workshops, conferences, or take graduate classes on the
subject because of their busy schedules. Secondly, principals are unaware of the
professional development opportunities available for school principals in culturally
diverse schools. Thirdly, principals fail to learn more about ESLhilingual education
because they too often delegate the responsibility of educating these children to the
ESLhilingual supervisors or coordinators in their districts. Last but not least, principals
may fail to learn more about ESLhilingual education because their districts lack well
designed and sustained professional development and training geared to help them

improve their leadership skills, and to help them identlfy and implement successful
instructional practices and programs for language minority students.

6. On-the-job learning about ESLhilingual education is superficial and out of
context. The research study revealed that principals learned on-the-job some basic
fundamental field-related concepts and research based theories on ESLhilingual
education and second language acquisition. However, the findings suggest that principals
lack the ability and the know-how skills to put them into practice. They seem aware of
the research, but it is not an integral part of their leadership performance. For instance,
principals are aware that ESLhilingual students need special services and
accommodations, yet their schools do not have the appropriate resources, and the
qualified personnel to meet the needs of these students.

Suggestions to Training Programs

Among the research findings concerning the body of knowledge and
competencies that training programs should develop and emphasize in order to prepare
aspiring principals, the one factor that surfaced as the most influential one was the need
for current training programs to re-conceptualize and refine the knowledge, the skills, and
experiences that they offer to aspiring principals. The research findings indicate that the
knowledge base that aspiring principals receive is weak and superficial; the mentorship
and internship processes often lack depth or opportunities to test leadership skills in real
situations, and the curricula fail to provide a foundation on effective teaching and
learning for diverse student populations. Principals' perceptions and experience during
their training programs generated a number of suggestions that school principals believe

can assist aspiring principals to develop leadership skills that can certainly facilitate their
performance in culturally and linguistically diverse schools. Among informants'
suggestions to current administration training programs, the most salient ones follow.
1. Providing aspiring principals with in-depth internships and skilled faculty
mentors may assist them to enter the field more prepared. The findings shed light on the
need to provide pre-service principals with well-structured internship experiences that
give them the opportunity to spend quality time in their host schools and the opportunity
to participate in quality experiences in diverse school settings and with diverse student
populations. The findings also unveiled the need for training programs to ensure that
interns receive appropriate support from both their university mentors and their school
mentors in an attempt to enhance novice principals' understanding of the principal's
office.
2. Providing aspiring principals with foundation classes on ESLhilingual
education, second language acquisition, and cultural awareness can assist them in
coping with the challenges posed by culturally and linguistically diverse students.
Principals who have access to such knowledge groundings are better prepared to
actively participate in the design and planning of programs that meet the needs of
ESLhilingual children. They are also better prepared to apply field related concepts and
research findings in their schools. They can implement models, methods, and pedagogy
that work well for children from diverse cultural and linguistic backgrounds, and they
can promote learning environments where children feel welcomed and appreciated for
whom they are.

3. Providing aspiring school leaders with a course on supervision of instruction of
specialized programs may refine their instructional leadership skills. Considering that
about 80% of the schools across the nation currently have some type of ESLIbilingual
program serving culturally and linguistically diverse students (NCELA, 2008); it seems
necessary that school principals are prepared to effectively run and assess these
programs. Aspiring principals would benefit if administration-training programs
provided them with more in-class and in-the-field learning experiences on supervision
of instruction of the ESLhilingual programs housed in today's highly diverse schools.
4. Providing aspiring principals with the ability to interpret data can enhance their
performance and facilitate student achievement. Today's high stake accountability
systems demand data-driven administrators. School principals are expected to have
familiarity with research and data analysis to examine, evaluate, and interpret test
scores, survey results, educational statistics, and other types of valuable quantitative
information that can certainly guide their decisions. A course on data analysis and data
driven-decision making in administrative training programs can W e r enhance
principals' ability to assess programs, identify needs, measure outcomes, and provide
appropriate interventions to students and programs. It may also enable school principals
to provide more individualized instruction to students who need it, track professional
development resources, identify successful instructional strategies, and recognize areas
of strengths and weaknesses.

Leadership Competencies and Character Traits
Regarding the findings on the leadership competencies needed to effectively lead
schools with high concentration of Hispanic students, the following leadership
competencies and traits were highlighted.

1. Advocacy for ESLhilingual students can make a difference in their education.
School leaders who showed advocacy for Hispanic students were found to be more
vocal about their beliefs and expectations regarding the education of Hispanic
ESLIbilingual students; and they seemed more inclined to do whatever they could to
assist these students succeed in school. These principals showed advocacy primarily by
sending the message that the school should accommodate its resources to meet the
language and educational needs of ESLhilingual students and by striving to create
learning environments where children's language and cultural backgrounds are
appreciated. They advocate and support a collective educational vision that all students
can learn, and that they will exit their schools with the knowledge and the skills
necessary to become productive citizens of the 21" century.
2. Stewardship and moral commitment promote the educational success of

ESLhilingual children. The research findings indicate that school principals who see
their role as one of service and commitment to the teachers, parents, and students for
whom they work are more likely to be effective in schools with high percentage of
language minority students. These principals have a personal commitment to helping all
students achieve success, and they truly believe that they can make a difference in their
students' achievement. They become servants to their vision and they devote their time,
energy, and resources to ensure that all students attain their highest potential. They are

committed leaders who are not afraid to go the extra mile for their students, and they
strive to inspire those around them to emulate their unconditional commitment and
stewardship attitude towards the student population they serve.

3. Being passionate about one's commitment to educate language minority
students can increase students' opportunities for educational success. Principals who are
passionate about what they do seem to enjoy their work and have a contagious and
stimulating enthusiasm that rallies people around them. They know how to use their
infectious enthusiasm and passion to engage the hearts and ignite the excitement of
those they work with.

Positive Learning Environmentsfor ESWBilingual Students

Finally, the following lessons were learned from the findings on the factors and
conditions that promote the creation and establishment of positive learning environments
for ESLibilingual students.
1. Promoting a culture of care is essential to creating and establishing positive

learning environments for ESLibilingual students. Creating a culture of care is crucial for
ESLibilingual students' educational success because their future relations with, and
dispositions towards school and schooling will be based on their early experiences in
school. The likelihood of creating caring learning environments for ESLibilingual
students is increased when principals show willingness to celebrate the diversity within
their school communities, when they are sensitive to students' needs and realities, and
when they create welcoming learning environments for students and parents.

2. Building cultural awareness among school stakeholders can facilitate the

creation of positive learning environments for ESLhilingual students. Increased cultural
awareness allows school principals to identify effective means to mitigate the cultural
differences that exit between schools and students' homes. At the same time, it allows
principals to adopt interaction patterns which are responsive to the educational needs of
students. It also allows them to differentiate and customize instruction to the learning
styles and socialization practices that best suit language minority children. Besides,
increased cultural awareness assists school principals to break away from stereotypes,
misconceptions, and discriminatory behaviors against Hispanic students and their
families. This in turn allows school leaders to create more accepting and caring learning
environments where all children, regardless of their national origin, race, ethnicity, and
social background can thrive and develop their full potential.

3. Educating ESLhilingual students with the appropriate instructional methods is
key to the creation and establishment of positive learning environments for these
students. The findings suggest that the academic success of ESL Hispanic students rests
on the ability of school leaders and instructional personnel to implement the principles of
teaching and learning that have been found to be effective to educate language minority
students. Among the most salient factors that promote student learning, the following
were highlighted: the quality of human and material resources available for ESLhilingual
students within the school, the use and development of Spanish as an instructional tool
that can facilitate educational attainment for ESLhilingual students, the understanding of
students' learning styles, and the ways in which they interact and respond to the learning

environment, the creation of student-centered environments, and the use of cooperative
learning based instruction.
A detailed discussion of the research study and its findings is presented in Chapter
V. The chapter presents the results of the research study and provides policy implications

and recommendations for school administration training programs and school leaders
who are in charge of schools with high concentration of ESLhilingual students. The
discussion is expected to highlight the main findings pertaining to the cultural knowledge
of this selected group of school principals, their training, and their work experience with
ESLhilingual students.

CHAPTER V
DISCUSSION AND RECOMMENDATIONS

The purpose of this research study was to investigate through ethnographic
methodology, the knowledge, competencies, and attributes school principals need to
exhibit to ensure that their schools effectively address the educational needs of
ESLhilingual students. The research study focused on the skills and knowledge
groundings that school principals acquired during their training programs, the knowledge
and skills they developed on the job, and the manner in which these formal and informal
learning experiences served them to provide quality education to limited English
proficient students of Hispanic descent. The study also paid attention to the leadership
competencies and character traits school principals must display to effectively run
schools with high concentration of Hispanic students. Lastly, the research explored the
conditions, accommodations, and teaching methodology that principals believe can
facilitate the creation and establishment of positive learning environments for culturally
and linguistically diverse students.
Given the descriptive and interpretative nature of the investigation, the research
was conducted using ethnographic methodology to collect the data and to unveil cultural
scenes unique to the informants and their role as principals in schools with high
concentration of ESLhilingual students. The data were gathered primarily through faceto-face taped recorded interviews which were transcribed and subsequently analyzed. The
transcripts were analyzed and organized in terms of cultural domains and themes, which
were identified and highlighted in order to find common threads in the culture of school

principals. A total of 10 school principals were interviewed between the spring of 2006
and the spring of 2007. The group of informants included male and female principals
who are currently working in New Jersey public schools, and who are faced with the
challenge of educating ESL Hispanic students, in spite of the fact that many of them
received little or no training on bilingual education, cultural diversity, second language
acquisition, and other areas closely related to the education of language minority
students. All interviews made use of unstructured open-ended questions in an attempt to
make sure informants had the freedom to openly share their views and experiences
regarding their administration training programs, their roles as school leaders, and the
education of ESLtbilingual students. The ethnographic record became a source of
evidence to answer the research questions:

1. What knowledge, skills, and experiences regarding issues related to the
education of ESLhilingual students did principals receive during their leadership and
administration training programs and which ones they acquired on the job?
2. What skills, knowledge, and experiences should training programs offer to
prepare future school principals for the challenges posed by culturally and linguistically
diverse student populations?

3. What competencies and character traits make school principals effective
leaders and managers in schools with high concentration of language minority students?
4. What conditions do school principals need to ensure in order to facilitate the

creation and establishment of culturally responsive learning environments for
ESLhilingual students?

Discussion
This chapter discusses the results of the study and analyses the issues related to
administration training programs, school principals, and the education of ESLibilingual
students. The chapter ends with a number of policy implications and recommendations
for school administration training programs and school leaders who are in charge of
schools with high concentration of ESLhilingual students.
The findings of the research study gravitate around a set of research questions,
which provided direction and guidance to the research study. For the sake of clarity and
organization, each research question is revisited and their findings are discussed below:

Research Question 1
What knowledge, skills, and experiences regarding the education of ESLibilingual
students did school principals receive during their leadership and administration training
programs and which ones they acquired on the job?
Regarding the training of schoolprincipals, and their preparation to deal with
culturally and linguistically diverse students, several findings are highlighted.

Training Programs and Today's Schools

The research findings led to the conclusion that training programs are out of touch
with the reality of today's schools. The findings revealed that there is a mismatch
between what leadership-training programs in graduate schools of education teach and
what principals need to effectively meet the challenges of today's schools. In other
words, the findings suggest that the coursework required of principal candidates is

disconnected from the realities they are likely to find in America's schools, particularly
when it comes to multicultural education, ESLibilingual education, second language
acquisition, and language minority students.
Informants noticed that the administrative training programs in which they
participated offered them general coursework in educational administration but did not
prepare them to respond to the educational needs of the culturally and linguistic diverse
students they presently serve. In effect, informants' comments and observations suggest
that current school administration training programs are falling behind in their job to
equip school principals with the content knowledge, skills, and cultural sensitivity needed
to lead today's culturally and linguistically diverse schools.
There is testimony in the data to conclude that administration-trainingprograms
are failing to provide meaningful, relevant learning experiences which simulate real
world problems and challenges that school leaders are faced with when educating diverse
student populations. The breach between what principals get in their training and the real
demands of the job seem to curtail their ability to meet the needs of the increasing
number of ESLibilingual students entering their schools.
Informants' comments and insights further stressed that leadership preparation
matters, and that gaps in the training of future school leaders should be addressed. If
school principals are to meet the challenges of today's diversified multicultural schools,
they need to be prepared with the right tools and experiences. A close observation of the
study results may lead to the conclusion that principal preparation programs could benefit
if they paid more attention to data analysis, supervision of instruction, parental
involvement, ESLibilingual education, cultural diversity, and effective practices for

language minority students. What training programs teach and offer to future school
leaders holds the answer to whether school principals will be prepared or not to
effectively face the challenges of culturally and linguistically diverse schools of the 2lSt
century.
In short, administration-training programs which fail to evolve in order to meet
the needs and demands of a changing society are likely to perpetuate the mismatch
between what school principals learn during their training and the actual job-demands of
cultural diverse schools.

Theory and Practice

The research study found that there is an imbalance between theoretical and
practical experiences aspiring principals receive during their training. Davis, DarlingHammond, LaPointe, and Meyerson (2005) stated that the most reputable programs are
described in terms of their vision, purposes, and the degree to which they are internally
and externally coherent in terms of theory and practice. Indeed, highly coherent programs
offer a logical, often sequential array of coursework, learning activities, and program
structures that link theory and practice (Jackson & Kelley, 2002). However, this logical
progression and balance between theory and practice seems to he a missing component of
administration training programs.
The National Policy Board for Educational Administration back in 1989
highlighted the need for administration training programs to bestow principals with the
ability to translate sound research strategies into sound practices by providing aspiring
principals with hands-on experiences in actual school settings (Klauke, 1990). Similarly,

Barbara LaCost (1987) noted that adult learning is more effective when it is experiential
and when it is in response to real needs and problems. Yet, the research findings suggest
that this was not the experience of most of the school principals participating in the study.
Instead of experiencing a balance between theory and practice, school principals stressed
that their administration training programs placed more emphasis on the theoretical
knowledge than on the application of concepts in real school settings or situations.
Lumsden (1997) stated that trainee principals are usually inundated with theory
and have few opportunities to wrestle with applying educational theory to specific
professional problems and challenges. This was the experience of some of the informants
who had limited opportunities to develop the competencies that they needed to recognize
and conceptualize in order to act on real problems and in diverse school settings. Some
informants, for instance, noted that during their training, the education of diverse student
population was superficially touched upon and many times not considered at all during
their training and in-the field-experience. Informants rarely had the opportunity to discuss
and reflect upon the issues and current state of affairs regarding ESLhilingual students
and their schooling.
As a consequence, these principals were exposed to a narrow range of the
experiences, school environments, and situations they are likely to find in today's
schools. Although some preparation programs strive to teach the relationship between
theory and practice in students' minds by offering internships or mentorships, in most
cases aspiring principals are still shortchanged because insufficient time is spent to
carefully plan and supervise these experiences (Lumsden, 1997).

Lack of Training and Experience in ESWBilingual Education

A close assessment of the study results led to the conclusion that lack of training

and experience in ESLibilingual education seems to discourage principals from getting
actively involved in the education of ESLhilingual students. The findings suggest that
monolingual principals who do not have former training and experience with
ESLibilinguaI students appear less likely to actively participate in the development,
implementation, and evaluation of programs for language minority students. Informants
observed that their lack of training in ESLibilingual education, second language
acquisition, diversity, and cultural awareness, limits their ability to effectively address the
challenges posed by the LEP students in their schools.
Besides, the research findings suggest that these principals seem uncertain of what
can be done to improve programs and establish positive and responsive learning
environments for culturally and linguistically diverse students. Informants noted that they
always feel hesitant to make decisions regarding the schooling of ESL students because
they do not have the background knowledge and experience to make informed decisions.
They are also unsure of the modifications, accommodations, and instruction from which
ESLhilingual students could benefit, so much so that they usually end up using a "one
size fits all" approach to address the needs of all children regardless of their cultural,
linguistic, and educational backgrounds.
Moreover, their lack of awareness of effective practices, instructional techniques,
and methodology that work best for ESLibilingual children, seems to curb their
performance as effective instructional leaders because they are not equipped with
additional knowledge and skills pertaining to the education of language minority

students. The informant's responses reveal that principals are able to offer broad
guidelines on effective teaching and learning, but they are not able to further develop the
expertise knowledge ESLibilingual teachers already have nor the teaching performance
of monolingual teachers, who often lack training and experience with ESLibilingual
students, as well.
In addition, the findings reveal that principals who lack training in specialized
areas seem disinclined to carry out formal observations and evaluations of the bilingual
teachers they work with, primarily because they do not feel competent in the
ESLibilingual education field, and because of their limited command of the Spanish
language. Consequently, these principals tend to avoid visiting and dealing with issues
pertaining to ESLibilingual students and the programs that serve them. They often assign
and entrust the running of the ESLibilingual program to other administrators within their
schools and districts. For instance, some informants mentioned that they usually hand
over the supervision and administration of the ESLibilingual program to the bilingual
supervisors or principals. Interestingly, some of the vice principals and supervisors
entrusted with the ESLibilingual program did not have any formal training or former
experience in the ESLibilingual field either. In some cases, their ability to communicate
in Spanish was enough to appoint them in charge of the education of the ESLibilingual
students. While the ability to communicate in Spanish may be helpful and very
instrumental to reach out Hispanic parents and students, it might not be enough for school
administrators to design, implement, and evaluate effective programs for language
minority students.

In conclusion, the findings suggest that school principals would benefit if they
acquired, during their training, knowledge and understanding of the pedagogy and
methodology that work best for language minority students, in addition to the theoretical
and practical body of knowledge behind ESLhilingual education. Otherwise, they will
not only tend to avoid getting actively involved in the program, but also they will tend to
relegate the education of ESWBilingual students to other administrators within their
school communities.

Training and Experience with ESWBilingual Students

Formal training in ESLhilingual education and teaching experience in the
ESLhilingual field were found to enhance principals' leadership skills. The findings
indicate that those school principals who received formal training in bilingual education
theory and practice, andlor had former experience teaching ESLhilingual students are
better prepared to address the educational and emotional needs of language minority
students. They seem to posses a more thorough understanding of what it takes to educate
culturally and linguistically diverse children in terms of accommodations, instructional
delivery, expectations, curriculum development, learning styles, cultural differences, and
language development among other factors closely related to the education of this student
population.
Principals with ESLhilingual training seem more confident and comfortable
when sewing the LEP Hispanic student population because they had experience and
training prior to becoming school administrators. Such experience and educational
background seems to have assisted them enhance and refine their leadership skills as they

expanded their understanding and sensitivity of the challenges ESLhilingual children are
faced with when entering the public school system.
The research study suggests that these principals are able to look at the issues
pertaining to ESLhilingual education from a different perspective, and from a more
sensitive approach to educating Hispanic students. Their experience as former
ESLhilingual teachers, their familiarity with the research literature, and their awareness
of the issues ESLhilingual students are confronted with, assisted them in making
appropriate modification to the ESL program in their schools. For example, some
principals stopped pullouts in the ESLhilingual classroom and increased ESL in-class
support for both ESL and former ESL students. They also supported and strengthened the
bilingual programs in their schools. They implemented dual language bilingual programs
or bilingual programs that encourage first language literacy development. As a result,
students learned to read and write in Spanish, while they gradually picked up English
communication skills. At the same time, students learned academic concepts in their first
language while they were introduced to the vocabulary they needed to express those
concepts in English.
In addition, these principals seemed more active in the recruitment and hiring of
qualified bilingual staff that is representative of their student population. They also
seemed more attentive to the allocation of resources within their schools. They ensured
their ESLhilingual classes were well equipped in terms of instructional materials,
manipulatives, school supplies, computers, and reading resources both in English and in
Spanish. "I make sure they get everything they need, and sometimes even more because
these kids are needier," says informant E. These principals make the education of

ESLhilingual students a priority within their schools, and they heighten this tenet at all
times and with all school stakeholders.
Finally, the findings suggest that these principals' former experience and training
as bilingual teachers assisted them in identifying strategies that facilitate and increase
parental involvement among Hispanic parents. They became aware of the factors and the
reasons for which language minority parents might not get involved as expected in the
American schools, so they took actions to accommodate to their needs. For instance,
informant K mentioned that his schools has the most important meetings or school events
on Fridays evenings because he is aware that this day works best for the majority of
Hispanic parents, who are unable to attend school events during weekdays due to their
busy schedule.
Informants' educational background and former experience in ESLhilingual
education combined with their training as school administrators certainly helped them to
become more sensitive to the reality and actual needs of the ESLhilingual population. It
allowed them to make changes, provide accommodations, improve instruction, reach out
language minority parents more effectively, and make a difference in the education of the
ESLhilingual students.

Professional Development

The findings indicate that principals' engagement in professional growth
opportunities in the ESLhilingual education field seems sporadic and scarce. Informants,
who had no training and experience with ESLhilingual education, stressed that the large
population of ESLIbilingual students in their schools prompted them to gain some

background knowledge on bilingual education, second language acquisition, English as a
second language, and cultural diversity. They also noted that they often found themselves
in situations that required specialized and specific knowledge and skills that they did not
have. Therefore, out of need or personal motivation, they took the initiative to learn more
about the student population they serve and the best ways to address their needs.
Informants reported that they engaged in different learning opportunities in order
to provide for the skills and content missing in their training. They attended few
conferences and workshops on bilingual education and second language learning. They
got acquainted with some current research dealing with issues related to English language
learners and their education. They sustained informal conversations with experts in the
field and some on them made the effort to get actively involved in the running of the
ESLibilingual programs in their schools.
However, and in spite of their genuine and well-intentioned desire to learn more
about ESLibilingual education, principals' engagement in professional growth
opportunities in the field seem sporadic and scarce. Sporadic because the learning
opportunities were isolated and disconnected from each other, and scarce because a few
hours is usually not enough to gain a sound understanding of what it takes to educate
ESLibilingual students.
Additionally, the findings suggest that school principals may fail to learn more
about ESLibilingual education and the challenges posed by language minority students
because they are unable to attend workshops, conferences, or take graduate classes on the
subject, as much as they would have liked to, primarily because of their busy schedule.
The multifaceted and unpredictable nature of the principal's office combined with the

encumbering bureaucratic demands of the job, place school principals in a constant battle
against time. They are consumed in endless loads of paperwork and driven away from
what really matters to them; assisting teachers, improving instruction, spending more
time with parents and students, and of course the opportunities to grow as professionals.
Moreover, informants' remarks suggest that they fail to learn more about bilingual
education because they are unaware of the professional development opportunities
available for school principals. In fact, some principals mentioned that they rarely hear of
specially designed professional development opportunities geared to assist school
principals enhance the quality of teaching and learning for language minority students
(Borko, 2004; Knapp 2003). And when they do, the professional development
opportunities are so sporadic that they do not really have enough time to develop a true
understanding of the theory and practice behind ESLibilingual education.
In addition, principals may fail to learn more about ESLibilingual education
because they too often delegate the responsibility of educating LEP students to the
ESLibilingual supervisors or coordinators in their districts. Whether they do this because
of a lack of interest or just because it means something less on their shoulders cannot be
determined. But one thing cannot be denied, the more principals avoid getting actively
involved in the education of ESLibilingual students, the less likely they are to gain
valuable insights on the practices, conditions, and accommodationsthat facilitate
teaching and learning for these students.
Finally, the research findings indicate that principals may fail to learn more about
their ESLibilingual programs because their districts do not have well-established
professional development programs for the school administrators or the teaching staff on

issues related to educating language minority students. Informants also reported that what
they know is because they took the initiative to do research, consult experts, or take
classes that would provide for the skills and content knowledge missing in their
performance, but not necessarily, because their districts encouraged them to keep abreast
with the research and practice pertaining to the schooling of language minority students.
Whichever is the case, it can be concluded that principals who did not have
training in ESLibilingual education feel the pressing need to expand their understanding
and knowledge on diversity, second language acquisition, and ESLibilingual education
theory and practice in order to be better prepared to effectively address the needs of the
ESLibilingual population in their schools. Principals need to overcome the barriers to
professional growth and gain access to in-depth and on-going professional learning
opportunities that are relevant and geared to address their needs, interests, and recurring
problems of practice.

On-the-Job Learning
The research study revealed that some informants, especially those who did not
have background experience in ESLibilingual education, became acquainted with some
fundamental field-related concepts, and research based theories on ESLhilingual
education and second language acquisition while on the job. For example, there is
indication in the informants' verbatim that these principals gained an understanding about
bilingual education, its purpose, and its benefits on the job. They also learned the
fundamentals of the language acquisition process and the time it may take a child to learn
a second language. Besides, these principals came to the realization that having

communicative skills in English does not necessarily mean having English academic
skills and that developing students' first language facilitates the development of English
literacy skills. Finally, they became cognizant of the fact that ESLhilingual students are
more likely to be misclassified for special education services, and that ESL students who
exited the ESLhilingual program may not be necessarily ready to perform academically
in the mainstream classroom; therefore it is sensible to provide these students with inclass support to ease the transition into the mainstream classroom.
Even though informants showed some acquaintance with these basic field-related
concepts and research based theories on ESL/bilingual education and second language
acquisition, their understanding of fundamental principles and concepts seems to be
isolated and out of context. They might grasp the concepts but the ability to realize them
in the actual professional practice is not an integral part of their leadership performance.
Informants seem aware of the concepts; and they have a basic understanding of the
research on ESLJbilingual education, but they cannot apply what they h o w to the reality
of their schools. Some informants h o w that recently exited ESL students still need inclass support, but many of them do not provide this additional service to assist students
transition into the mainstream classroom. They seem to be aware that learning a second
language takes five to seven years and that oral communication skills do not equate with
academic skills. However, some principals actively encourage teachers to exit
ESLhilingual students out of the program as soon as possible because they erroneously
regard early signs of English oral proficiency as and indication of readiness to perform in
an only-English environment.

Besides, and in spite of the fact that principals might know that first language
literacy development is central to second language development and academic
performance, not all of their bilingual programs promote first language development.
Some principals described their bilingual programs as transitional with the implication
that instruction is mostly in English and with little emphasis on first language literacy
development. The use of Spanish is reduced as a tool to facilitate instruction and
translation. Most transitional programs described by these informants were limited to a
couple of years, with the implication that such short exposure to the first language might
certainly not be enough for the child to develop a strong first language academic
foundation upon which students can build up English academic skills (Baker, 2000;
Bialystok, 1991;Collier, 1992; Cummins, 2000; Garcia, 1994; Genesee, 1994; Thomas &
Collier, 1995; Skutnabb-Kangas, 2000).
Finally, informants are aware that ESLhilingual students need special services
and accommodations, yet some of their schools do not have the appropriate resources to
meet the needs of these students. Informants' comments and remarks suggest that some
schools lack appropriate instructional materials and qualified personnel. The data
revealed that it is usually bilingual teacher aides, who are responsible for teaching content
to these students, in spite of the fact that they have little content or pedagogical
knowledge to teach neither subject matter nor English as a second language (Fillmore et
al., 1985 as cited by Rebecca Benjamin, in Gonzalez, 2002).

Research Question 2
What skills, knowledge, and experiences should training programs offer to prepare future
school principals for the challenges posed by culturally and linguistically diverse student
populations?
Regarding the body of knowledge and competencies that training programs should
offer in order to prepare school leaders to face the challenges posed by ESLhilingual
students, the research study highlighted a number of provisions that could certainly
improve the quality and relevance of the learning experiences offered by current
administrative training programs.

Training Programs

The research findings suggest that current training programs need to reconceptualize the knowledge, the skills, and experiences, they offer to aspiring principals.
A range of critics, including principals themselves, have raised a series of concerns about

the quality and effectiveness of the leadership preparation typically provided at
university-based programs and elsewhere. The argument revolves around the fact that the
training of school leaders is disconnected from real-world challenges and expectations
which the principal is faced with at school (Farcas et al., 2003).
Moreover, the research findings indicate that the knowledge base that aspiring
principals receive fails to provide a foundation on effective teaching and learning for
diverse student populations; and the mentorship and internship processes often lack depth
or opportunities to test leadership skills in real situations. Informants participating in the
study overemphasized the fact that entry-level principals should be prepared to

effectively address diversity and cultural differences within their schools. They also
stipulated the need for administration training programs to revisit and re-examine the
content of preparation courses so that school principals develop the competencies and the
knowledge they really need to do their job effectively. They do not call for a simple
redesign and rearrangement of old leadership courses, but they require principalpreparation programs retool their content so that it matches the challenges confronting
principals in 2lst-century schooling (Southern Regional Education Board, as cited in
Hess & Kelly, 2007).

A close examination of the research findings revealed the type of knowledge and
learning experiences that aspiring principals should get in order to develop leadership
skills that can certainly facilitate their performance in culturally and linguistically diverse
schools. Informants suggested the incorporation of courses on ESLhilingual education,
second language acquisition, cultural awareness, supervision of instruction of specialized
programs, data analysis, and more meaningful and relevant administrative internships
under the supervision of qualified faculty mentors. While training programs might not be
able to incorporate all of these courses in their curricula, they should make the effort to
provide learning experiences that assist principals to familiarize themselves with these
concepts in their professional practice. Basic concepts, on ESL/bilingual education,
cultural responsive education, and supervision of instruction of ESLhilingual programs
should be integrated and discussed in a meaningful way throughout their training and
from the perspective of the school administrator. This may certainly assist school
principals develop a greater understanding and sensitivity to cultural and linguistic
diversity and the education of language minority students.

Internships and Faculty Mentors
Informants' verbatim suggests that in-depth internships and skilled faculty
mentors may assist aspiring principals enter the field more prepared. Informants observed
that pre-service principals would benefit if their administration training programs
provided them with well organized and more in depth internship experiences. They also
stressed that aspiring principals should benefit if they were supervised by qualified
experienced mentors who can give mentees plenty of opportunities to apply previously
studied theory and concepts in the actual school setting. Well-designed and supervised
administrative internships that allow candidates to engage in leadership responsibilities
for substantial periods of time under the tutelage of expert veterans are more likely to
produce the type of leaders that current schools and schooling call for (DarlingHammond, LaPointe, Meyerson, & On, 2007).
The findings indicate that principals believe that their internship experience failed
to equip them with the practical knowledge and skills needed to effectively perform the
leadership and administrative functions inherent to the job. They believe that their
internships did not offer well organized, high-quality school-based experiences to prepare
them for their role as school principals, let alone for their role as principals of schools
with high concentration of language minority children. Indeed, only a few of the
informants reported having had the opportunity to serve as interns in school with high
percentage of diverse student populations and to experience first hand the challenges and
issues school principals are faced with when educating ESLIbilingual students. This lack
of pre-service experience certainly limited their understanding of what is out there in

terms of student population, cultural diversity, and school needs. At the same time, it
prevented them from getting a real-life picture of what it means to be a principal in
diverse setting and with diverse student populations.
Principals' comments and observations regarding their internships experience also
highlighted the need for knowledgeable skilled mentors who can certainly provide novice
principals with meaningful learning experiences in the field. The study found that during
their internship experience as school principals, informants had limited opportunities to
interact with their administration training program mentors. Some informants complained
that they only met with their university mentors a couple of times, with the implication
that they did not receive and did not spend quality time with them to discuss the
whereabouts of their in-the-field experiences, get individual feedback, and guidance
when needed.
The findings also indicate that training programs offered little, if any, assistance
and guidelines to their trainee principals when these had to recruit their mentor principals.
Informants usually ended up being mentored by the principals they worked with,
regardless of their experience and effectiveness as school leaders. Some informants
highlighted that their principal mentors did not know what was expected from them when
mentoring administrative interns, and what they could do to make the internship an
enriching learning experience for their interns.
The fact that informants themselves choose their mentor principals and the
schools where they want to do their field experience, leaves training programs with little
control of who is mentors their student principals as future school leaders. Universities
cannot ensure that host principals are effective leaders who can certainly inspire and

guide interns to do their best as school administrators. Although university mentors
usually meet a couple of times with the host principals to introduce each other and briefly
discuss the internship expectations for both the intern and the principal mentor, it seems
not enough to ensure that the host principals really understand what is expected from
them and how they can truly assist their interns.
The findings suggest that training programs could improve the quality of
internships if they coached cooperating principals on their role as mentors and provided
them with guidelines regarding the expectations and the conditions necessary to provide
their interns with quality practical experiences. Otherwise, student principals may end up
being mentored by principals who do not know how to make the internship experience a
meaningful learning opportunity. Interns may also miss out opportunities to develop a
repertoire of behaviors and competencies they are likely to need when stepping into the
principal's office. Besides, with little or vague guidelines from training programs, interns
may end up with host principals who do not know how to help the intern, and the intern
ends up being one more item in the principal's endless list of duties.
To conclude, there seems to be a call for longer, well-structured internship
experiences where interns have the opportnnity to spend quality time in their host schools
and participate in quality experiences that enhance their understanding of the principal's
office in diverse school settings and with diverse student populations. Informants'
insights also seem to unveil the need for training programs to make sure that interns
receive appropriate support from both their university mentors and their school mentors.
Only then, will training programs be likely to increase the odds of offering a more
meaningful internship experience for America's future school leaders.

Courses on ESWBilingual Education, Second Language Acquisition, and Cultural
Awareness

The research study found that providing aspiring principals with foundation
classes on ESLhilingual education, second language acquisition, and cultural awareness
may help them cope with the challenges posed by culturally and linguistically diverse
student populations. Taking into consideration the fact that the research study focused on
principals that were in charge of schools with significant number of LEP students,
informants highlighted that new principals would benefit if during their training they took
courses on bilingual education, second language acquisition, English as a second
language, and cultural awareness.
Educating language minority children is a major concern of school systems across
the country. As America's social fabric continues to change and become more
diversified, school leaders are faced with challenges and issues they never encountered
before. On this note, Eugene Garcia (2002) says that teachers, administrators, and other
educational professionals who received their training over a decade or two ago were not
encumbered by the challenges facing pre-service teaching and administrative candidates
today (Garcia, 2002). Current school leaders are challenged by the their lack of
understanding and knowledge of the particular needs of ESLibilingual students, and what
it takes to provide them with a rich educational experience (Gonzales, Macias &
Tinajero, 2002). The increasing numbers of ESLibilingual students require school
administration training programs to acknowledge the need to transform the way school
principals have traditionally been prepared for their role; and to include curricula courses
that address the educational needs of a highly diverse student body.

School principals should benefit if they exited their training programs equipped
with content knowledge and abilities that facilitate the educational success of language
minority students. Aspiring principals should also develop a sound understanding of who
these diverse students are, and what they need to succeed. As Eugene Garcia puts it,
teacher preparation programs and certainly school administration training programs
should be concerned not only with subject matter and pedagogy, but also more directly
with language learning, culture, diversity, and instructional practices that work best for
ESLhilingual students (Garcia, 2002). Such learning and understanding should be
initiated early in the training of aspiring school leaders and enhanced throughout their
training programs.
Although it might not be possible to expose aspiring principals to everything
during their training, it would be sensible to provide some type of foundation courses
dealing with issues related to the effective schooling of language minority students.
Developing skills and competencies in ESLhilingual education, second language
acquisition, cultural sensitivity, and awareness can assist principals cope with the
challenges posed by these students. The research findings suggest that principals who
have access to such knowledge groundings seem to be better prepared to identify LEP
students, participate actively in the design and planning of programs that meet the needs
of ESLhilingual children, apply field related concepts and research findings in their
schools, implement models, methods, and pedagogy that work well for children from
diverse cultural and linguistic backgrounds, while promoting responsive learning
environments.

Besides, such knowledge also empowers school principals as effective
instructional leaders. Their background knowledge and understanding of the theory and
practice behind ESLhilingual education can guide and back up their decisions in terms of
programs, resources, and accommodations for the ESLhilingual students they serve. It
can also assist them to develop their ability to work with teachers and encourage them to
carry out sound curricula and instructional practices that contribute to a system for
continuous student achievement among language minority students (Davis, et al., 2005;
Leithwood, et al., 2004). Likewise, giving principals background training in
ESLIbilingual education and cultural awareness can prevent principals from making
mistakes that can seriously hurt children. Too often principals make the wrong decisions,
select the wrong programs, and provide inappropriate services to their ESLibilingual
students not because they want to, but simply because they do not know what is best for
these children. They unintentionally make the wrong decisions and reduce the likelihood
of educational success for language minority students.
Even those principal trainees who already have some background experience in
the field can benefit from courses on ESLibilingual education during their training as
school leaders, considering that the issues will be studied and revisited from the school
principal's perspective. "One thing is to experience the issues as a teacher, and another
thing is to be on the other side as an administrator," said informant E as she explained the
importance to expose principals to current research and findings on ESLhilingual
education. Such knowledge can assist principals to develop a better understanding of
effective instructional strategies, second language acquisition, equity, and empowerment

of language minority students from the principal's perspective (Bank, 1993; LadsonBillings, 1994, both as cited in Garcia, 2002).
Finally the findings suggest that a firm grounding in ESLhilingual education may
provide for the competencies, sensitivities, and awareness school principal need to run
today's culturally and linguistically diverse schools; and to design, implement, and assess
programs that best satisfy the needs of culturally and linguistically diverse students.
Though it is understandable that not every principal might end up working in a school
with high concentration of LEP students, it cannot be detrimental to aspiring principals to
be exposed to the theory and practice of second language acquisition, ESLhilingual
education, and cultural diversity. On the contrary, it will enhance their knowledge base as
effective educational leaders. New principals cannot and should no longer enter the field
without the readiness, predisposition, knowledge, and competencies needed to create and
establish culturally responsive learning environments, where all students can excel and
develop their full potential. In conclusion, aspiring principals would benefit from
foundation courses on ESLhilingual education, second language acquisition, and cultural
diversity.

Supervision of Instruction of Specialized Programs

The findings indicate that providing aspiring school leaders with a course on
supervision of instruction of specialized programs may refine their instructional
leadership skills. The increasing diversity in today's schools and the steady intlux of
ESLhilingual students requires training programs equip school leaders with a range of
additional theoretical and practical experiences that facilitate their work as instructional

leaders in schools with high concentration of students that qualify for ESLibilingual
services. As a matter of fact, 80% of the schools across the nation currently have some
type of ESLibilingual program sewing culturally and linguistically diverse student
populations (National Clearing House of English Language Acquisition, 2008). And the
expectation is that many more schools will soon be in charge of educating more and more
of these students. Therefore, it would make sense if administration-trainingprograms
provided aspiring principals with more in-class and in-the field learning experiences on
supervision of instruction of the ESLhilingual programs housed in their schools.
Principals should certainly benefit from these learning experiences not only because it
will enhance their instructional leadership skills, but also because it will allow them to
contribute to the professional growth of their ESLhilingual teachers, instructional aides,
and monolingual staff, who in turn will be able to reach out more effectively their
language minority students.
In addition, educating ESLhilingual students also requires school leaders who are
prepared to make curricular and instructional modifications that are responsive to
students' needs. Principals need to be equipped with specialized skills to integrate
English language development with academic skills development and to promote
teaching and learning that incorporates students' experiences, prior knowledge, skills,
and cultural backgrounds. They also need to be able to directly affect student
achievement (Cotton, 2003), and use multiple sources of information to set the program's
instructional goals, assess teacher and student performance, and decide on professional
development opportunities for teachers (Lashway, 2000). But most importantly,

principals need to have access to current research on effective instruction, methodology,
and pedagogy that promote effective teaching and learning for ESLhilingual students.

Data Analysis
The research study suggests that providing principals with the ability to interpret
data can enhance their performance and facilitate student success. Informants stressed
that new principals would certainly benefit, if administration-trainingprogram
incorporated a "Data Analysis" course in the program syllabus because today's high
stakes accountability systems demand data-driven administrators. Current school leaders
are faced with the challenge of acquiring the knowledge they need to understand datadriven decision making, in spite of the fact that their pre-service and in-service training
programs did not prepare them to perform such tasks. Concurrently, principals are faced
with the challenge of guiding their learning communities through the changes in attitude
and behavior that the high-stakes accountability environment demands (Bennett, 2002).
Indeed, present legislation requires each school and district across the nation to make
Adequate Yearly Progress (AYP) in all subject areas, particularly in math and language
arts (No Child Left Behind Act, 2001).
School principals are expected to have familiarity with research and data analysis
to examine, evaluate, and interpret test scores, survey results, educational statistics, and
other types of valuable quantitative information that can certainly guide their decisions.
Therefore, it would make sense aspiring principals exited their training programs with the
ability to disaggregate and interpret data in order to identify an effective course of action,
and make well-informed decisions that facilitate students achievement. Tucker and

Codding (2002) suggested that preparation programs should stress the principal's role as
the driver for positive outcomes and highlight the crucial use of data for setting goals,
monitoring progress, managing the school programs, and allocating and reallocating
resources (Tucker & Codding, 2002).
Informants' comments and observations suggest that training programs curricula
should also include lectures, readings, and practical assignments dealing with data
analysis, datadriven decision making, and quantitative research which can guide
instruction and promote school effectiveness. Using data constructively can get to the
root cause of problems, pinpoint areas where change is most needed, and guide resource
allocation in order to improve teaching and learning (Love, 2001). School principals
should also gain the ability to identify relevant data from different sources. While
standardized tests may be used as a primary data source for school action, principals need
to consider other nests of information, such as local performance assessments, enrollment
figures, dropout rates, student population, and parent and teacher surveys among others.
In other words, the research findings indicate that including courses on data
analysis and data driven-decision making in administrative training programs can
enhance principals' ability to assess programs, identify needs, measure outcomes, and
provide appropriate interventions to students and programs when needed. It may also
enable school principals to provide more individualized instruction to students who need
it, track professional development resources, and identify successful instructional
strategies. For example, informant E's ability to analyze and interpret data, combined
with her expertise knowledge in bilinguaUbicultural education has sewed her well to
make appropriate decisions, and modifications to the ESLhilingual program in her

school. A close examination at students test scores indicated that many of the students,
who were struggling at school, had been prematurely immersed into an all-English setting
because their oral communication skills had mislead teachers to think these students were
ready to perform academically in the mainstream classroom. Informant E also looked at
the Home Language Surveys parents had filled in a the beginning of the year, and at the

NJ ACCESS Language Proficiency Test scores to corroborate her professional intuition
that these students had not had enough time to develop language academic skills in the
second language resulting in poor math and reading ability.
There is no doubt that "Accountability is not just another task added to the already
formidable list of the principal's responsibilities. It requires new roles and new forms of
leadership carried out under careful public scrutiny while simultaneously trying to keep
day-to-day management on an even keel," (Lashway, 2000, as cited in Bennett &
Washington, 2002, para.4). Equipping future leaders with the tools to face the new
challenges and demands of the job should certainly facilitate their performance and
effectiveness as school leaders.
Table 9 presents a summary of the main findings regarding the informants' views
and experiences pertaining to their administration training programs. Special emphasis
was given to the characteristics that depict the current state of affairs of administration
training programs, and the indicators that confirm such conditions. The table also
contains some possible solutions which emerged from the research findings, and which
may address the limitations of administration training programs.

Table 9
Administration Training Programs

rams

Characteristics
Administration
training programs
are out of touch
with the reality of
today's schools.

There is an
imbalance between
theory and practice
in administration
haining programs

Internships lack
depth and breadth.

Administration
Training Programs
offer poor
mentorship during
principals' in-thefield experiences.
Principals exit their
adminishation
training programs
with gaps in their
haining.

Program's curricula are outdated.
Traditional programs do not include new content and specialties.
Principals are not prepared to face the challenges of today's
schools.
Principals are uncertain of what can be done to meet the
educational needs of ESLIbilingual students.
Principals end up using a "one size-fits all" approach.
There is an exaggerated emphasis on theory and book knowledge.
Trainees cannot make connection between theory and practice.
Theory is taught in isolation.
Practical experiences lack depth and relevance.
In-the-field experiences are not discussed and analyzed.
Lecture type of instruction is emphasized.
There is a narrow array of experiences in diverse school settings.
Internships are too short
Aspiring principals serve as interns in one or two school settings.
Learning experiences are not relevant and meaningful.
Interns receive limited feedback on their performance.
Training programs have no conhol of where interns choose to do
their field experience.
Aspiring principals are supervised by inexperienced faculty
mentors and principal mentors.
Aspiring principals have limited opportunities to discuss learning
experiences and receive guidance.
Training programs have no conhol of who interns choose as their
principal mentors.
Host principals acting as mentors receive limited guidance.
Principals lack knowledge, skills, and dispositions needed to create
and establish culturally responsive learning environments.
Principals are unable to design, implement, and assess programs
for ESLhilingual students.
Principals fail to allocate resources for ESLIbilingual students
Principals hire unsuitable personnel and implement inappropriate
programs.
Principals' role as instructional leaders is limited.

Possible Solutions
Restructure and refine administration-training programs.
Re-examine the content of preparation courses.
Incorporate foundation courses on ESLhilingual Education,
Second Language Acquisition, and Diversity.
Include courses on data analysis, parental involvement, and
supervision of specialized programs.
Make principals aware of the realities of culturally and
linguistically diverse schools.
Bestow principals with the ability to translate sound research into
practice.
Promote more in the field practical experiences.
Increase the use of real life scenarios.
Promote interaction and cooperative problem solving skills.
Ensure that theory and practice go hand in hand.
Promote practical experiences in real life situations and settings.
Promote longer, more in-depth internships.
Expose interns to diverse settings with diverse student populations.
Increase opportunities of supervised on-the-job experiences.
Increase opportunities to test leadership skills in real situations.
Expose interns to a variety of learning experiences within the
school community.
Select mentors who are successful school leaders.
Train and coach host principals to provide quality practical
experiences for interns.
Allocate more time for aspiring principals and mentors to discuss
the internship experience.
Spell out guidance and expectations for both interns and mentors.
Provide interns with on-going feedback.
Provide on-going professional development over an extended
period of time.
Expose principals to current research and findings on
ESLhilingual education.
Visit and observe successful ESLhilingual programs.
Take additional course to overcome weak performance areas.
Identify the factors and conditions that promote positive school
environments for ESLhilingual parents and students.

Research Question 3
What competencies and character traits make school principals effective leaders and
managers in schools with high concentration of language minority students?
Regarding the leadership competencies and character traits that principals should
posses to effectively meet the challenges posed by diverse student populations and to
cope with the rapid demographic changes in their school sites, informants' remarks and
observations highlighted leadership attributes and competencies which appear to
effectively assist principals to reach out language minority parents and students. On this
subject, the following conclusions were drawn:

Advocacy for ESWBilingual Students

The research findings revealed that advocacy for ESLhilingual students can make
a difference in their education. While all informants showed an authentic interest in
educating all children, principals who were bilingual and who had background experience
in ESLhilingual education seemed more predisposed to show advocacy for Hispanic
students. These principal were more vocal about their beliefs and expectations regarding
the education of Hispanic ESLhilingual students, and they seemed more inclined to do
whatever they could to assist these students succeed in school. Their advocacy
manifested in number of ways throughout the ethnographic interviews.
To begin with, they make the education of ESLhilingual students a priority in
their schools. They relentlessly send the message that the whole school community is
responsible for educating the ESL Hispanic children attending their schools, and that it is
everyone's duty in the "business of education" to accommodate to meet the language and

educational needs of these students. These principals also strive to create learning
environments where children are valued for their background, language, and culture, and
they embrace every opportunity they have to promote cultural awareness among all
school stakeholders. They further show advocacy by introducing policies and practices
that actively encourage parental involvement and community participation. They sponsor
professional development opportunities that include an in depth understanding of the
strengths that cultural and linguistic differences bring to school. They ensure that the
differences are recognized as benefits and not as an aggregation of deficits (Garcia,
2002), and they constantly search for better and improved ways to address the
educational needs of ESLibilingual students. They are convinced that a school with high
percentage of ESL Hispanic students should offer the same quality programs found in
other exemplary schools, and they get actively involved in the ESLibilingual program
serving the LEP student population.
Informants advocate for high quality education for ESLhilingual children. They
communicate through their actions, behaviors, and attitudes that all children should be
held to high standards of educational achievement. They strongly believe that all
ESLibilingual students can attain their educational endeavors provided that they receive
the appropriate services and accommodations. Neither poverty nor limited English
proficiency is considered a barrier or an excuse to academic success. They are aware that
educators with high expectations for all students effectively translate their beliefs into a
more academically demanding curriculum (Zeichner, 1995). Therefore, they promote
meaningful learning opportunities, and the delivery of a rich and varied curriculum on the
premise that the school's ultimate goal is to prepare students for life. They also believe

that the academic expectations for ESLhilingual students should be the same as those for
native English speakers. This means that curriculum and instruction should not be
"watered down" in any way because "a watered down curriculum does not serve the
purpose of the school system, and it is detrimental for the child and society as a whole"
(Informant G).
Finally, principals who advocate for ESLhilingual education are not afraid to
promote a curriculum adjusted to embrace the belief systems, and the cultural and
linguistic backgrounds of the learners. They see their students' first language, customs,
values, and culture as assets which validate who students are, where they come from, and
what they can offer to the school and its community. They feel strongly that their school
practices must reflect the cultural and linguistic background of the students. Therefore,
they model commitment to language and culture through their actions, and they provide
the cultural and linguistic validation that many times might be missing in the local
community. For example, informant K validates the Spanish language as an asset by
using it as much as possible. As Gonzales, Huerta-Macias, and Tinajero, (2002) put it,
children are more likely to embrace their native language if they experience the use of
Spanish among adults in the school, in both formal and informal situations.
In short, the research findings suggest that those principals who actively advocate
for ESLhilingual students, find their students' cultural and linguistic differences
rewarding and enriching (Sergiovanni, 1992), and they take action to transform their
schools to meet the needs of their students; they demonstrate advocacy for ESLIbilingual
students, parents, language, and culture; and they engage themselves in leadership
practices that lead to successful educational attainment for all their students (Gonzales,

Huerta-Macias & Tinajero, 2002). Finally, these principals advocate and support a
collective educational vision that all students can learn, and that they will exit their
schools with the knowledge, and the skills necessary to become productive citizens of the
21'' century.

Stewardship and Moral Commitment

The findings suggest that stewardship and moral commitment promote the
educational success of ESLibilingual children. Informant's comments and observations
indicate that schools principals who see their role as one of service and commitment to
the teachers, parents, and students for whom they work are more likely to be effective in
schools with high percentage of ESLibilingual students. These principals appear to have a
personal commitment to helping all students achieve success, and they truly believe that
they can make a difference in their students' achievement (Hodge, 1990).Theseprincipals
become servants to their vision, and they strive to provide whatever is needed to make
their vision a reality.
Similarly, school leaders who are strongly committed to the educational success
of ESLibilingual children are more likely to devote their time, energy, and resources to
ensure that these children attain their highest potential. They are willing to motivate and
inspire those around them to emulate their unconditional commitment and stewardship
attitude towards the student population they serve. They also seem more attentive to the
concerns and to the unique needs of those they serve (Heifetz, 1994, Burns, 1978;
Greenleaf, 1970, all as cited in Northhouse, 2004), and they act with the purpose of

effecting positive changes in the lives of those around them; students, parents, and
society as a whole (Fullan, 2002).
These principals seem to be guided by a moral purpose and conviction that
education can make a positive difference in the future of ESLhilingual children. To this
avail, they encourage and support culturally responsive learning environments where
ESLhilingual students can thrive and attain high levels of educational achievement. They
strive to do the right thing at the right time for the right reasons (Winston, 2002, as cited
in Waddell, 2006) because they understand that whatever they do will have an impact in
the lives of the children they serve.
The research study further revealed that committed leaders are not afraid to go the
extra mile for their students. They spend endless hours throughout the week looking for
resources to improve teaching and learning for their students. On this note, Gonzales
(2002) says that committed leaders do not get tired of striving to bring educational
attainment to the Hispanic students that they serve, for they are culturally committed, and
culturally cognizant that their educational attainment is within their reach. They are
willing to make great sacrifices, if necessary, to ensure that all students have access to
meaningful quality education. They see the education of ESLhilingual children as their
full responsibility, and instead of delegating it solely to the ESLhilingual supervisors or
teachers, they take ownership of their duty to make the ESLhilingual program an integral
part of the school's academic program (Gonzales, 2002).
These principals know who their customers are, and they have the willingness to
take personal, financial, and professional risks to make sure their student's needs are
addressed. That was the case of many of the informants whose personal ethics and

commitment to the ESLibilingual students led them to fight for what they believed was
best for these students. Informant E, for instance, refused to implement a program
mandated by the New Jersey Department of Education, on the premise that the program
did not address the needs of her student population. While it would have been much
easier for her to just accept the program, her moral commitment to ensure the best for her
students led her to spend long hours doing research and writing reports to justify why the
new program was not a good fit for her school community. Likewise, Informant K, who
happens to be the first Hispanic principal in his school district, highlighted that he was
the first to openly acknowledge that his school is "Hispanic" and therefore everyone
should accommodate to meet the needs of these students. He also sent the message that
the diversity in his school should be openly welcomed and celebrated through assemblies,
food, and display of symbols that recognize these students' diverse backgrounds. While
he found some opposition and resistance at the beginning, he was not afraid to speak his
mind and stand for what he knows is best for the ESLibilingual students.
Finally, the findings suggest that stewardship and moral commitment are likely to
make a difference in the education of ESLibilingual children if those in charge make the
effort to learn more about the students they serve, their backgrounds, their culture, their
learning styles, and the practices, programs, and environments that facilitate their
educational success. Principals, who actively engage themselves in learning more about
ESLhilingual education, and who make it an integral part of their professional
development plan are certainly more likely to enhance their skills as school leaders. As a
consequence, they will be better prepared to make appropriate decisions, provide the right
accommodations, and implement the proper programs for LEP students. Otherwise, they

might miss the golden opportunity to be effective and make a difference in the lives of
those they serve.

Passionate Leaders

The research study highlighted that leaders who are passionate about their
commitment to educate language minority students can increase the likelihood ESL
students' educational success. Informants noted that being passionate about what they do
is an essential leadership trait which facilitates their job as school principals and makes it
a more rewarding and meaningful experience. Even though not all of the participants
openly admitted that they are passionate about their profession, it was not hard to realize
that some of them fervently enjoy what they do. Their actions and the way they talk show
that they are passionate and zealous about their role as school leaders.
Informants' observations also suggested that principals who are passionate about
what they do are more likely to convoke people to support their cause, that is, "student
success." School principals, who have a contagious and stimulating enthusiasm, seem
more likely to rally people around them. They seem aware that their attitude towards any
school program or initiative is determined by the zeal they have about it (Irwin, 1999).
Their passion becomes the driving force that makes their job more rewarding, and
therefore easier to cope with. It becomes the energy needed to push and pull their
organizations forward to accomplish the school community's vision and mission.
Principals are able to find meaning in their job. Their job is just not about making a living
and getting a paycheck at the end of the month, but it is about a higher calling or enabling

purpose for which they are passionate about and for which they strive to do their best
(Bolman & Deal, 2000, as cited in Fullan, 2001).
Lastly, informants note that passionate leaders stay firm in what they believe.
They have the unyielding conviction that all children can succeed and make progress,
given the right circumstances. They are student-driven decision makers, who will not
bend to personal agendas and selfish motives. They care deeply about their work and the
people who do it, and they know how to use their infectious enthusiasm to engage the
hearts and ignite the passion of those they work with (Collins, 2001, as cited in Bolman
& Deal, 2003).

Research Question 4
What conditions do school principals need to ensure in order to facilitate the creation and

establishment of culturally responsive learning environments for ESLhilingual students?
Regarding the creation and establishment of caringpositive learning
environmentsfor ESL'bilingual students, school principals highlighted some factors and
conditions which can enhance Hispanic students' academic achievement, self-esteem,
and attitudes towards school.

Culture of Care
The research findings revealed that promoting a culture of care is essential to
creating and establishing positive learning environments for ESLhilingual students.
There is testimony in the informants' verbatim to suggest that creating a culture of
care facilitates ESLhilingual students' educational success because their future relations

with and dispositions towards school and schooling depend on their early experiences in
school. Informants noticed that students who are able to associate school with positive
memories, with caring teachers, and with gratifying and constructive interactions, are
more likely to have a positive life-long interest and attitude toward education. This
statement is supported by the research on caring schools for ESLhilingual students,
which indicates that the experiences that children have with teachers and administrators is
a strong predictor of the sentiments children will have toward the school and schooling.
The research findings also suggest that the participating school principals strive to
create caring schools, where students and parents feel appreciated, and where school
stakeholders have ample opportunities to honor the similarities and differences that exist
among them. The analysis of the data also led to conclude that the likelihood of creating
caring learning environments for ESLhilingual students is increased when principals
show a disposition to celebrate the diversity within their school communities; when they
are sensitive to students' needs and realities; and when they create welcoming learning
environments for students and parents.
To begin with, the findings revealed that celebrating diversity within the school
community is a way to create and establish a culture of care where differences and
similarities are celebrated, and where children are more likely to feel respected for who
they are and what they have to offer to their schools. Celebrating diversity is certainly an
indispensable component of caring school environments because it promotes the growth
of the school community via cultural awareness and positive interactions. It helps
students to develop accurate self-identities as they learn to feel positively about their
native language and culture. It also helps students develop a high regard for their personal

backgrounds and family heritage, and it strengthens their self-confidence and self-esteem,
which in turn motivate them to achieve academically, enjoy learning, and develop their
full potentials.
In addition, the research findings highlighted that sensitivity to students ' needs
and realities is also a key element to the creation and establishment of a culture of care.

As the population of Hispanic ESLhilingual students increases within the United States,
there seems to be an increased need for educators to learn more about the diversity and
the pluralism within their schools. Such knowledge allows principals to gain a better
understanding and develop empathy toward immigrant students and the social, emotional,
and educational challenges they are faced with when entering American schools. Being
aware of these issues allows principals to generate procedures to soothe the differences;
ease the transition into the American system; lessen the newcomers' level of stress and
anxiety; and promote a more positive attitude toward their new schools and communities.
Lastly, the findings suggest that welcoming students andparents into the school is
another important factor that promotes the creation and establishment of caring learning
communities. Families who are made to feel at home, comfortable, and welcomed are
more likely to feel that they are an integral part of the school community. Their sense of
belonging strengthens and encourages them to positively contribute to the good of the
organization and to ease their transition into the American school system (Henderson,
Davies, Johnson, Mapp, & Johnson, 2007). In the case of ESLhilingual parents and
students, creating a welcoming school environment goes hand-in-hand with meeting their
needs. Many of these parents and students find themselves in a completely new world
when entering their schools. This new setting can be intimidating for many of them

because they are not used to the American ways. Therefore, it is important that principals
devise means to minimize the cultural shock that bilingual parents and children go
through.
When students and parents find that their schools transmit a feeling of welcome,
appreciation, and openness they are more likely to open up to what teachers and
administrators have to say and offer to them. On the one hand, children are more willing
to embrace learning in a positive manner and strive to do better in school, and on the
other hand, parents are more eager to support school decisions and to actively partake in
school events and initiatives that promote effective teaching and learning. Both parents
and students become more invested in their schools, respond positively to their teachers
and administrators, and tend to become affectively connected to the people and
institutions that help them satisfy their needs (Watson, Battistich, & Solomon, 1997).
The findings suggested that principals that celebrate the diversity in their schools,
that show sensitivity to students' needs and realities, and that welcome parents and
students, are more likely to create and establish caring learning environments for
ESLhilingual students. Showing unconditional caring, loving, and genuine interest in
students' concerns, issues, and lives prompts children to become more positively attached
to school and schooling. Students whose basic needs are effectively addressed tend to
become increasingly committed to the schools' norms, values, and goals (Schaps, 2003).
School principal must realize that it is they who set the tone of a culture of care. Their
actions, comments, and behaviors show the whole school community what their priorities
are, and what they expect from teachers when it comes to educating the ESLhilingual
students in their schools. Principals need to openly convey the message that the whole

school is responsible and accountable for the education of ESLibilingual students and the
inclusion of their families.
Finally, creating a culture of care depends very much on the commitment
disposition, attitudes, and behaviors educators have and demonstrate toward their
students and their backgrounds. Educators who can establish a school culture that honors
students and parents by making a conscious and consistent effort to seek information
from them are more likely to increase their awareness of and sensitivity to each family's
individual culture and perspective on the role of the school. This in turn will aid in the
development of positive caring relationships among students, parents, teachers, and
school administrators (Henderson et al., 2007).

Cultural Awareness

The research study suggests that building cultural awareness among school
stakeholders facilitates the creation of positive learning environments for ESLibilingual
students. Indeed, increased cultural awareness allows school principals to identify
effective means to mitigate the cultural differences that exist between them and their
students. At the same time, it allows them to adopt strategies which are responsive to the
educational needs of students, and which unable them to differentiate and customize
instruction to the learning styles, and socialization practices of ESLibilingual students.
The more aware principals become about the cultural differences and patterns which are
unique to ESLibilingual students, the more likely they are to effectively address their
social, emotional, and educational needs.

Apart from learning about the ways in which Hispanic students learn, socialize,
and respond to their environment, principals have the task of making Hispanic students
and parents aware of what is expected from them at school and in the larger American
society. The interviewed principals believe that failing to provide students with such
cultural awareness places them at a disadvantage both socially and academically. For
example, students' behaviors, manners, and interactions can be misinterpreted as
inappropriate, or disrespectful.
Too often educators misapprehend the manner in which ESLhilingual students
dress, speak, interact, and relate to others. Students' cultural patterns such as, not looking
at the eyes when talking to a superior, not shaking hands with a firm grip, getting too
close when talking to someone, and talking and laughing out loud, among other cultural
behaviors, may cause both students and educators to get the wrong idea about each other.
Lack of cultural awareness may also affect Hispanic students academically
because they come to school with little or no cultural background on aspects that are
unique to the American culture, such as, American holidays, celebrations, traditions,
bedtime stories, popular literary characters, folktales, sayings, idiomatic expressions,
nursery rhymes, and songs among others. ESLhilingual students usually have no access
at home to these unique cultural features which are closely connected to academic and
social matters. Too often, ESL bilingual children fail to understand oral and written texts,
because they lack this cultural background as a frame of reference.
The same is true of Hispanic parents who do not have an understanding of the
cultural and social expectations in the American society. For example, in America,
educators expect parents to get actively involved in their children's education; however,

Hispanic parents usually do not engage in school matters because in their cultural
framework doing so would be like meddling with the teacher's work. Hispanic parents
trust teachers' expertise and in all honesty believe they know better what is best for their
children; therefore, they do not want to be perceived as trying to interfere with school
matters.
This lack of cultural awareness between parents and educators too often results in
misunderstandings and misperceptions about each other. While parents do not want to
intrude with teachers' work, teachers condemn such behaviors as lack of interest or
neglect. Therefore, it is necessary that school principals ensure that their staff is aware of
these differences so that they can work cooperatively to design strategies to reach out
Hispanic parents and explain to them how their active participation in school will
positively impact their children's academic performance. At the same time, parents need
to be aware that their involvement in school is a crucial component of effective teaching
and learning and a complement to teachers' work.
Finally, increased cultural awareness may assist school principals to break away
from stereotypes, misconceptions, and discriminatory behaviors against Hispanic students
and their families. Informants commented that prejudice, discrimination, and antiHispanic sentiments were present in their schools, and that they worked hard to break
away from these behaviors which were not openly manifested but implicitly conveyed via
comments, attitudes, and behaviors displayed by different role-players within their
schools. Besides, the intangible and elusive nature of prejudice, bigotry, and
discrimination turns into a complicated and thorny task for school principals because it is
very difficult for them to battle something that is not openly said or stated. This unspoken

discrimination and anti-immigrant sentiments are probably worse than open
discrimination because it creates no real evil against which school principal can fight.
While these anti-immigrant sentiments were not openly stated, informants could
observe discriminatory attitudes which manifested in the resistance to welcome
Hispanics, particularly undocumented ones, into the schools and the communities where
they live and work.
The opposition to accept them is also manifested in the resistance to provide
ESLIbilingual services and other types of accommodations to Hispanic parents and their
children. Informants noticed that many parents, community members, and even teachers
and administrators are not willing to change their mindset and oppose school initiatives
that seek to implement educational programs and services for ESLhilingual students.
Such opposition was mostly observed in those schools where the Hispanic population is
relatively a new phenomenon.
Breaking away from stereotypes, will allow school leaders to create more
accepting, and caring learning environments where all children regardless of their
national origin, race, ethnicity, and social background, can thrive and develop their
bilingual and bicultural identities. Despite the fact that the task is not easy, cultural
awareness and diversity validation constitute a positive move to reduce the negative
effects of unfounded stereotypes, unsubstantiated prejudices, and unjustified
discrimination.

Effective Instruction

Educating ESLibilingual students with the appropriate instructional methods
was found to be a key element that facilitates the creation and establishment of positive
learning environments for these students.
The findings suggest that the academic success of ESLibilingual students of
Hispanic descent rests on the ability of school leaders and instructional personnel to
implement the principles of teaching and learning that have been found to be effective to
educate language minority students. Effective schools systematically address
instructional practices and provide for the support systems students need to succeed in
school (Winfield & Manning, 1992; as cited by Rutherford, 1999), while they maintain
procedures for enhancing student achievement by actively engaging in curriculum
planning, staff development, and instructional improvement that reflect the cultures and
learning styles of students from diverse ethnic and social-class groups (Banks & Banks,
1989).
In fact, some informants observed that they strive to ensure that ESL Hispanic
students receive instruction that is congruent with their culture, cognitive styles, family
values, and practices. They seem cognizant that they need to look at their own schools,
and devise the best procedures for instruction that will meet the needs of their specific
student population. They noted that they want to make their schools more responsive to
students from diverse cultural groups (Garcia, 2002) by moving away from the traditional
direct instructional approach which unintentionally neglects the specific needs and
interests of ESLibilingual students because it is characterized by teacher-centered whole
class instruction, limited student to student interaction, low level-skill development, and

passive instruction (Haberman, 1991; Padr6n & Waxman, 1993; Waxman & Padrbn,
1995).
The research findings suggest that some of the participating principals make
conscious, sustained efforts to learn about their students and to embrace and honor the
diversity they represent. These principals promote a culturally responsive pedagogy that
embraces students' diverse cultures, learning styles, and backgrounds (Vialpando,
Yedlin, Linse, Harrington, & Cannon, 2005). They are able to look at diverse learners
and see not only their areas of need, but also their areas of strength (Vialpando et al.,
2005). They welcome the culture, and background experiences that students bring with
them from their homes and communities (Ladson-Billings, 1995). They know that
students' linguistic and cultural backgrounds are valuable resources for effective teaching
and learning. Therefore, they prompt teachers to tap into student's everyday lives,
experiences, and backgrounds; and they bring those "funds of knowledge" into school in
order to make teaching and learning more relevant, integrated, and connected to their
students' real worlds.
Besides, the research study found that principals strive to create positive learning
environments for ESLhilingual students by promoting studentcentered classrooms based
on the premise that schools which encourage student initiated learning, inquiry, and
experimentation, achieve better student outcomes (Anderson & Thorpe, 1992; Garcia,
1991; both as cited by Reyes, Scribner & Paredes-Scribner, 1999). They also encourage
instruction that promotes cooperative learning activities. They believe that Hispanic LEP
students benefit from cooperative learning based instruction because it helps students
develop social and academic skills, such as, teamwork, responsibility, accountability,

interdependence, and leadership while building up their communication skills, selfesteem, and motivation (Kag'ul, 1986; Losey, 1995).
In addition, the findings revealed that the creation of positive learning
environment for ESLhilingual students also rests on the principal's ability to develop an
understanding of students' learning styles and the ways in which students learn best,
interact, and respond to the learning environment. Informants certainly want to increase
the opportunities for students to experience success for it increases motivation and
continued involvement in the learning process (Brown, 2001; Peregoy & Boyle, 2005).
Students who experience success at school are more receptive to new learning and
develop an enhanced self-esteem, which in turn brings about more success. Therefore, it
is necessary to help students experience success and develop self-confidence, but not at
the expense of over simplified assignments, lower expectations, and a watered down
curriculum. On the contrary, the expectations have to be raised and students should be
challenged even more because ESLIbilingual students are faced with far more challenges
than their mainstream peers are. They need to acquire English communication skills, both
oral and written. They need to learn grade level content in all subjects; such as; math,
language arts, science, and social studies. And, they need to develop an understanding of
the socio-cultural norms and expectations, which are unique to America.
The research study also found that effective teaching and learning for
ESLhilingual students promotes the use and development of Spanish as an instructional
tool that can facilitate educational attainment for ESLhilingual children. Using students'
first language to clarify main ideas and concepts is often the most efficient way to stay on
track and not distract from the flow of the lesson. Teachers can save time and energy

when teaching concepts that might be hard for students to understand because of their
English limited proficiency. Besides, their use of the students' first language emphasizes
that Spanish and bilingualism are positive attributes and not deficits to be remedied. If
anything, students should feel proud of their dual language capability and it should be
used as a resource for inquiry, communication, and thinking (Moll, 1992; Rutherford, as
cited in Reyes, Scribner & Paredes-Scribner, 1999).
Informants are convinced that parents play an important role in their children's
education, so it is pivotal that they are informed of what is goes on at school. For
instance, informants stated that they make sure that everythmg they send home from
school is in both English and Spanish. Interviewed principals also mentioned that in an
effort to accommodate to the needs of ESLhilingual students, they actively recruit
bilingual teachers, ESL teachers, and bilingual teacher assistants, who can relate to the
students, serve as role models, and facilitate teaching and learning. Another way in which
they provide accommodations to the Hispanic population is by offering instructional
support systems that include, but are not limited to, ESL inclusion classes, ESL services,
ESL morning and afternoon tutorial programs, homework clubs, enrichment classes for
LEP students, Spanish literacy classes, Saturday academies, and other academic and
recreational classes that allow children to interact and develop social and communication
skills.
Finally, the findings suggest that informants understand that effective instruction
also depends on the quality of human and material resources available to students within
the school. Informants stressed that they make sure their ESL/bilingual classes have all
the school supplies, textbooks, and bilingual instructional materials which are of equal

value and quality to the books and materials used in the mainstream classes. Informants
also highlighted their unremitting effort to recruit outstanding content area teachers who
have the special language, cultural, and methodological skills needed to ensure academic
success for LEP students. They are convinced that the role of the teacher is central to the
entire education enterprise. They understand that sound materials and other instructional
program components are ineffective in the hands of teachers who lack the skills,
attitudes, perceptions, and content background essential for a positive multicultural
school environment (National Council for the Social Studies, 1991).

Competencies of Effective Principals of ESL/Bilingual Students
The research findings shed light on a series of competencies that effective
principals of ESLIbilingual students possess. Table 10 presents these competencies and
highlights them as the leadership attributes that depict the new breed of school principals
needed to effectively address the needs of culturally and linguistically diverse students. It
is expected that the matrix that follows will become a roadmap for administration training
programs, school principals, and other educational practitioners, willing to easily identify
the competencies of effective principals of ESLhilingual students.

Table 10
Competencies of Effective Principals of ESWBilingual Students
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Competencies
Effective principals have the ability to:
Systematically develop a shared vision to establish a sense of
community and cooperation.
Facilitate and communicate the belief that all students can achieve
academically with the appropriate support system.
Actively involve the school community in the development of the
school vision.
17 Communicate the school vision to students, teachers, parents, and
community members.
Hold their ground and do not sway away from their vision and
mission.
Listen to what stakeholders have to say.
[7 Integrate the feedback of different school stakeholders into an
action plan to reshape the school vision.
Demonstrate commitment and dedication to the school's mission.
Cl Identify and overcome barriers to developing the school vision and
goals.
3 Take into consideration relevant data pertaining to student
demographics when developing the school vision.

communrty

Evidentiary Indicators

1 School's vision and mission statement

7 Principals listen to what stakeholders have to say during Parent Teacher
Association, School Improvement Team, Board Meetings, school open
house, staff meetings, etc.
L! Principals' zeal, commitment, passion, enthusiasm, and attitudes towards
the school's vision
2 Principals know where they are and where they want to go
O Dissemination of the school's vision throughout the school community
(flyers, weekly or monthly newsletters, school and district website, etc.)
I7 District goals and educational objectives

Competencies of Effective Principals of ESL/Biiingual Students (cont'd)
An effective school leader for ESWbilingual students promotes the success o f all students repardless o f their ethnic/racial backgrounds
by adopting
.
- an
academically chullenging>~rrriculumand by showink high expecrution, for both teachers a i d studenis.
Competencies
Effective principals have the ability to:
Hold students and teacher accountable for their performance.
Test scores
[7 Hold all teachers accountable for serving ESLhilingual students.
Teachers' formal observations and evaluations
Make the achievement of ESLhilingual students a school priority.
School vision and mission
Send the message that all students can reach high levels of
Instructional Curriculum
educational achievement.
0 Academic Programs
Ensure that quality instruction takes place.
Both monolingual and bilingual students are held to same standards
Promote a challenging curriculum that reflects the cultural and
Informal walkthroughs
linguistic background of ESLhilingual students.
An effective school leader for ESL/bilingual
students promotes the success o f all students regardless
of their ethnic/racial backpounds by keeping
..
rional, and educa~ionalneed.,,of cul~urrrll~~
und ling~ris~iculi~~
diversr &Jent.s.
EvMentiary Indicators
Effective principals have the ability to:
Demonstrate up-to-date and extensive knowledge of the research
0 School curriculum
on ESLibilingual education, second language acquisition, and LEP
ESLhilingual curriculum
students.
Instructional programs
7 Stress the importance of quality sustained professional
0 Individual professional development plan
development for teachers and administrators.
0 Staff professional development plan
3 Encourage all teachers to pursue professional development in
School-University associations
ESLhilingual education.
Tuition reimbursement
1 Engage in on-going professional development on ESLhilingual
Types, quality, and frequency of workshops
Education and other areas related to the education of LEP students.
3 Identify and implement research-based successful practices
7 Create small learning communities within the school.

Competencies of Effective Principals of ESLlBilingual Students (cont'd)
An effeclive
leuder for LSL, bilin~utrl
-"
- srurlenrs promotes the siic.cc'.ssof'all srudents regart1lt.s.~o f /heir erhnic rciciul buckgrounds by creuring, and
establishi~gp s i t h e learning environments where culturally and lir&sticully diverse studentsfeel welcomed, caredfor, and appreciated for whom

Evidentiary Indicators
Effective principals have the ability to:
Show care for and about all students,
Welcome newcomers.
Embrace and celebrate the diversity in their schools.
Create and establish a school climate that fosters cultural and
linguistic diversity.
U Create learning environments that have touches of students'
homelands.
0 Minimize breaks in communication by encouraging the use of
Spanish.
0 Visibly support the positive, culturally responsive traditions of the
school community and encourage the inclusion of new ones.
0 Treat students with respect and fairness.
Create prejudice and discrimination free environments.
Break away from stereotypes and misconceptions.
0 Display cultural and linguistic sensitivity.
0 Respond to the educational and emotional needs of ESLhilingual
students.
i
3 Look at issues regarding ESLhilingual students from more
sensitive and responsive perspective.
Display empathy towards ESLhilingual students.
Generate procedures that ease the transition into mainstream
America.

0 School culture
Interaction patterns
Attitudes and behaviors towards students
School policies
School services and programs
School Celebrations and Assemblies (Hispanic Heritage Month
Celebration, International Night, Cinco de Mayo, etc.)
Display of flags and artifacts that acknowledges the diversity within
schools
Announcements, flyers, and important communications are delivered in
English and Spanish
0 Wide school procedures
0 Rewards and consequences
0 Code of conduct
0 Principals' actions and behaviors
0 Number of write-ups and discipline referrals
Intervention programs

Competencies of Effective Principals of ESLlBIlingual Students (cont'd)
An effectire school leader for ESL/hilin~uulstudmrs pron~ott..~
the .success of011 students regurdless ofthrir ethnic r~lcialbuckgrollnd.~b)' crcti~d).

Evidentiary Indicators
Effective principals have the ability to:
Actively recruit bilingual parents to get involved in school matters.
Involve parents in the decision-making process.
Encourage bilingual parents to visit the school at any time.
Encourage bilingual parents to volunteer in the school and spend
quality time in their children's classrooms.
Involve bilingual parents in literacy rich school events and
initiatives.
Diligently advocate for bilingual parents and their rights.
0 Overcome the factors and conditions that impede effective parental
involvement among bilingual parents.
0 Introduce policies and practices that encourage parental
involvement and community participation.
0 Demonstrate sensitivity to bilingual parents' needs, and concern.
0 Educate bilingual parents on what is expected fiom them at school
and in the larger American society.
O Create opportunities for bilingual parents and teachers to interact.
Welcome bilingual parents and make them an integral part of the
school community.
0 Make bilingual parents active constructors of their children's
education.
Empower bilingual parents to make educated sound decisions
regarding their children's education.

I
7
7
7
7

Parent Advisory Committee
ESLIBilingual Advisory Council
Parent Teacher Organization
Bilingual parents' attendance to board of education meetings
Bilingual parents' attendance to school events (assemblies, literacy nights,
parent conferences, back to school might, etc.)
7 Bilingual parents' active participation in the School Improvement Team
3 Bilingual parents' visits to the school
7 Bilingual parents volunteer at school.
3 Bilingual parents' attendance to ESL adult classes
7 Bilingual parents' attendance to Parent-Children Saturday Programs
7 Scheduling of school events, functions, and meetings
7 Parent surveys

the adoption and implementn~ionofsound instructionall~roctic~.~
thuI[

Competencies
Effective principals have the ability to:
Promote the inclusion of ESLibilingual students as members of the
school community.
Increase ESLhilingual student achievement.
Improve teachers' performance.
Build up teachers' understanding and self-awareness of the
educational needs of ESLibilingual students.
O Collect and use reliable data on students' performance over time.
Use data to drive instruction, professional development, and policy.
U Promote instructional practices that develop English and Spanish
literacy.
0 Advocate for the use and development of students first language.
0 Encourage biliteracy.
0 Promote student-centered environments.
Encourage teachers to tap into students' funds of knowledge.
O Actively engage in curriculum planning and instruction that reflects
the cultural and learning styles of ESLhilinguals students.
0 Provide instructional support systems (beforefafter school
programs, homework clubs, enrichment programs, Saturday
academies, etc.).
Recruit outstanding highly qualified bilingual teachers.
Promote academic achievement among ESLhilingual students that
is comparable with mainstream students.
U Manage time to promote effective instruction.
Spend quality time in the classroom.

0 Curriculum adoption
0 ESLibilingual program
ESL in-class support classrooms
No-pull outs
17 ESLibilingual student active participation in school activities and
programs
0 Teachers' performance
Principals' feedback on teacher observation and evaluations
Teachers' action plans and professional improvement plans.
17 Clinical Supervision Approach
Lesson plans
0 Test scores analysis and data disaggregation
0 Data driven decision-making
Dual Language program
0 Spanish literacy development
0 Late exit bilingual transitional Programs
School budget
Textbooks, supplies, and resources for ESLhilingual students
Room assignments and schedule
0 Teacher qualifications and experience
Instructional support programs and initiatives for ESLhilingual students
Promotion and retention records

Cnrnnetencies nf Effective Prinfinslr nf ES1.I i l i n o ~ ~Shtdenk
al
tcnnt'd)

An e/fecriiw leader for LSL bbilinguul srudmts promo1c.s their success b)' diligent/) advocalingji~rtheir civil and con~tirr~rionul
righrs.

Competencies
Effective principals have the ability to:
Advocate for the rights and services to which ESLhilingual
students are entitled.
Challenge the status quo and look for new ways of accomplishing
effective teaching and learning for ESLhilingual students.
Promote change geared to meet the needs of ESLibilingual
students.
0 Speak up in favor of programs and services for bilingual parents
and their children.
0 Make the education of ESLhilingual students a priority throughout
the school.
Appropriate and allocate resources for ESLhilingual students.
Actively recruit bilingual personnel.
[7 Demonstrate familiarity with state and federal legislation that deals
with ESLhilingual students.
0 Endorse educational equity for all students.
Get actively involved in the supervision, administration, and
assessment of the ESLhilingual program.
Send the message that their schools need to accommodate to meet
the needs of ESLhilingual students.
Introduce policies and procedures that ensure high quality schools
and schooling for ESLhilingual students.
Demonstrate zealous commitment to educating ESLhilingual
students.
[7 Promote and encourage the use of Spanish as an asset.

Evidentiary Indicators

0 ESLibilingual curriculum and instructional plan
Bilingual education curriculum and instruction
0 Challenge the status quo and look for new ways of accomplishing effective
teaching and learning.
District goals and educational objectives
0 School and district policies
State and Federal legislation
Dispositions to serving ESLibilingual students
School vision and mission

Final Remarks for Administrative Training Programs
A close examination of the research findings suggests that there is a mismatch
between the content knowledge and experiences administration-trainingprograms
provide to aspiring principals, and the skills and experiences that they really need to be
effective leaders in today's diversified schools. The findings indicate that school
principals are trained to deal with a homogeneous student population, when in reality
schools are filled by culturally and linguistically diverse students, most of whom are
limited English proficient, qualify for ESLhilingual services, and have special
educational and social needs. Macias and Kelly (1996) state that ESLibilingual students
are everywhere throughout the United States, from the most urban to the most rural
learning communities. Yet administration-trainingprograms persist in preparing school
principals as if language minority students were only found in ESLibilingual classrooms
(Nieto, 2000).
As a matter of fact, the growing diversity in American schools appears to be
overseen by administration-trainingprograms and thus making it very difficult for school
leaders to gain insights of the research, theory, and practice on effective schooling for
ESLibilingual students. Few programs seem to be structured to ensure that key concepts
on ESLhilingual education, second language acquisition, and cultural awareness are
consistently integrated throughout the programs' curricula. Principal preparation
programs need to weave key concepts throughout their existing curriculum in order to
better prepare aspiring principals to become effective leaders of all students and in
particular of subordinated minority students (Beykont, 2000). Prospective principals need
to exit their training programs with some degree of clarity, understanding, and sensitivity

about the education of ESLibilingual students. Otherwise, it will be very hard for them to
make a positive difference in the education of language minority children.
There is certainly an impending call for administration training programs to
evolve and adapt to the social and demographic changes that schools and society as a
whole are undergoing. Hess (2007) suggests, and the findings confirm, that there is a
marked need for preparation training program to keep pace with changes in the larger
world of schooling. Among those changes, the increasing number of ESLibilingual
students is one of the most challenging and demanding. Traditional programs need to be
restructured and redesigned so that the skills, experiences, and knowledge principals
receive is tightly connected to the reality that school leaders are most likely to find when
stepping into the principal's ofice.
Administration training programs need to train pre-service school leaders with
specific skills and strategies for working with culturally and linguistically diverse student
populations so that they can develop positive attitudes and beliefs about these students.
The coursework needs to provide more emphasis on the moral and ethical aspects of
leadership to promote greater understanding and sensitivity to the cultural and linguistic
diversity in today's schools (Hemty, 1997). At the same time, they need to include
learning experiences that promote and stimulate trainee principals to discuss, inquire, and
reflect about the issues that affect and benefit ESLibilingual students. They also need to
develop an understanding of the theory and practice behind bilingual education,
multicultural education, second language acquisition, and diversity awareness. Such
knowledge may further assist principals to create and establish positive and responsive
school environments where all students, regardless of their background have the

opportunity to access quality education. However, the Southern Regional Education
Board (2003) warns that redesigning leadership preparation programs does not mean
simply rearranging old courses, as staff at some universities and leadership academies are
inclined to do. True redesign requires a new curriculum framework and new courses
aimed at producing principals who can lead schools to excellence (SREB, 2003), and
who are responsive to the special needs of a culturally and linguistically diverse student
body.
Training programs also need to rethink the lopsided emphasis on theory over
practical experiences during the training of pre-service school principals. The research
findings indicate that there needs to be a greater balance between the theory learned
during training program and its actual application and relevance to the real world of
school and schooling. There is a pressing call for prospective principals to be exposed to
real -job demands and assignments that simulate real-life issues and situations school
leaders are most likely to encounter when entering their school realms. Interviewed
principals sustain that practical and empirical components should be given more
emphasis during their training so that aspiring principals get a better understanding of
what it really entails to lead culturally and linguistically diverse school communities.
Apart from the closer ties between theory and practice, there seems to be a need
for more pertinent and significant practical experiences during the preparation of school
principals. The research findings highlighted that the practical experiences that followed
the theoretical piece during the informants' training were not relevant or beneficial in
terms of their applicability to the role of the school principals. Administration training
programs need to ensure entry-level principals are prepared to apply knowledge, make

connections between theory and practice, and develop skills they are likely to need later
on in their careers. Beginning school principals cannot and should not be left to learn on
the job. Today's heightened accountability systems and societal pressure require school
leaders exit their training programs with enough experience and skills to make a
difference in teaching and learning for all students regardless of their linguistic and
cultural background.
The research study highlighted the need for administration training programs to
offer their trainees first-hand experiences in the actual workplace via well-designed
administrative internships and under the supervision of qualified experienced mentors.
Prospective principals should have the opportunity early in their training to visit, observe,
and do fieldwork in diverse school settings which reflect the reality of most American
public schools. They need to serve as interns in schools with high concentration of
ESL/bilingual students so that they get a realistic picture of the challenges posed by this
student population. Such knowledge allows principals to gain insights into the special
educational, social, and emotional needs that ESLIbilingual children and their families
are confronted with when adjusting to a new language, culture, and school system. The
ability to follow these recommendations can positively assist administration-training
programs to effectively prepare aspiring principals to enter the field more prepared to
face the demands and challenges of the job, particularly when it comes to educating
culturally and linguistically diverse students.

Final Remarks for School Principals
The research literature on school leadership has consistently highlighted the role
of the school principal as a key correlate for school effectiveness. Several studies have
demonstrated that high quality leadership enhances effective teaching and learning,
builds capacity among staff, inspires and motivates others to do their best, and welcomes
diversity (Harris, 2002; Lezotte, 1991). Leadership has been in fact found to be the one
factor that serves as a catalyst for unleashing the potential capacities that already exist in
the organization and which promote a positive impact on teaching and learning and nonacademic student outcomes, such as increased participation, motivation, academic selfconcept, and engagement with the school (Hargreaves & Fink, 2006; Leithwood et al.
2006)
In other words, effective school leadership is critical to educating all students,
particularly those students whose first language is not English, and whose cultural
background differs from mainstream America. On this note, Hamayan and Freeman
(2006) stated that strong leadership is probably the single most important factor in the
educational success of ESL/ bilingual students because the educational leaders sets the
tone and provides the structure for the school community to articulate its mission, vision,
and values that guide the educational decision making at the school. Besides, school
leaders are key to the effective design and implementation of programs for ESLibilingual
students considering that they provide the leadership and structure to ensure that the
professionals working together in their schools have the knowledge, skills, and
opportunities to effectively serve their ESLibilingual students (Hamayan & Freeman,
2006).

Educating culturally and linguistically diverse students is certainly a pressing
issue for school leaders across the nation; and the increasing number of ESLhilingual
students generates the need for school leaders to be prepared to respond to the social and
educational challenges posed by these students. Principals need to develop the expertise
knowledge necessary to provide ESLhilingual students with the high quality culturally
responsive education to which they are entitled. They also need such knowledge to
enhance their skills as instructional leaders, develop teachers' performance, increase
parental involvement, and establish positive learning environments for language minority
students.
Considering that not all school principals enter the field with the background
knowledge, competencies, and experience needed to ensure effective teaching and
learning for language minority students, the research findings suggest that it is up to the
school principals' disposition and willingness to learn more about the students they are
sewing, and the best ways to address their unique language and educational needs.
School leaders need to make a genuine commitment to educate themselves about
ESLhilingual education, second language acquisition, and culturally responsive
education. They need to advance their own professional growth by taking graduate
classes, attending field related workshops and seminars, and by carrying out research to
get acquainted with the theory and practice on sound educational programs for
ESLhilingual students.
In addition, school principals need to become familiar with the first and second
language acquisition process students go through. They need to gain understanding of the
socio-cultural and socio-political context of education for language minority students,

and they need to develop productive partnerships with bilingual students' parents and
communities. Also, they need to develop competence in pedagogical approaches suitable
for culturally and linguistically diverse students and understand that ESLlbilingual
students have unique educational and social needs which cannot be addressed with
traditional methods (Lucas, 1993; Nieto & Brisk, both as cited in Beykont, 2000). Such
knowledge and understanding will develop the sensitivity and awareness needed to
deliberately create and establish welcoming learning communities, where all school
stakeholders, feel at ease, appreciated, and respected for whom they are and what they
bring with them from their homelands.
Finally, it is recommended that school principals turn into active advocates of
ESLhilinguals students. They need to educate themselves so that they can undertake the
arduous task of educating other key role players in the education of culturally and
linguistically diverse students. It is their moral commitment to educating all children
equally, while ensuring equity that will drive school principals to advocate for
ESLhilingual students, their rights, and their future.

Recommendations for Further Research
The results of this study unveiled some of the issues pertaining to school
principals, their training, and the knowledge, competencies, and experiences that they
need in order to create and establish culturally and linguistically responsive learning
environments for language minority students. The findings are expected to contribute to
the existing research literature on school leadership and bilingual education, and to serve

as a conceptual framework for administration training programs and current school
administrators who may lack training and experience in ESLhilingual education.
However, the limited scope of the research study and its findings provide a
conceptual platform for conducting future research in this field. While the study reveals
some important aspects pertaining to school leadership and its impact on the education of
ESLhilinguals students, there is certainly much more to be learned about school
principals and the competences, knowledge, and experiences that can assist them to
effectively face the challenges posed by culturally and linguistically diverse students.
The limited literature available on the topic also calls for a research agenda that
openly addresses the preparation of school principals in general and their training to work
with language minority students in particular. At the same time, the heightened
accountability requirements for schools principals certainly generates the need to learn
more about their trade and what they can do to effectively address the needs of culturally
and linguistically diverse student populations. It is pivotal that strengths and weaknesses
in their training are pointed out so that new and improved methods are designed to
prepare future school leaders.
Further research, may consider alternative ways to design and cany out similar
studies on school principals, their training, and their impact on ESLhilingual education.
For instance, other criteria could be used to selecting school principals as informants.
While the study focused on principals who had a minimum of three years of experience
as school principals, it would be interesting to find out what entry-level principals
experience during their first year in schools with high concentration of language minority
students.

Besides, this study involved both bilingual and monolingual principals who work
in elementary, middle, and high schools in New Jersey. It would be interesting to carry
out a comparative study between monolingual and bilingual principals in charge of
culturally and linguistically diverse schools. Exploring what they do, how they solve
problem, and how they handle the challenges posed by language minority students may
further reveal similarities and differences in terms of knowledge, competencies, and
experiences needed to effectively educate ESLhilingual students.
Lastly, this study explored the cultural meaning of the principalship in New
Jersey public schools; it would be valuable to replicate the study in other schools across
the United States, in an attempt to identify leadership behaviors that promote effective
teaching and learning for language minority students.
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Appendix A

Letter of Solicitation for Research Study

Letter of Solicitation for a Research Study
Damian Oscar Medina
Doctoral Student
College of Education and Human Services
Seton Hall University,
South Orange, NJ 07079
Phone #: 973-761 -961 7
Email address: medinad@,shu.edu

March, 2006

Dear SiriMadam;
I am doctoral student in the College of Education and Human Services, at Seton Hall
University, and I am writing to request your participation in my research study on the
performance and effectiveness of school principals in schools with high concentration of
limited English proficient (LEP) students.
As the number of LEP students increases, school principals are faced with the challenge
of meeting these students' special needs. Current research on how school principals meet
these needs appears to be limited.
Therefore, I would like to study how school principals respond to these changes, and how
they handle situations and issues related to the education of LEP students.
The study is also expected to identify the skills, knowledge, and experiences school
principals received during their leadership and administration training programs, and the
extent to which these learning experiences served them to ensure positive outcomes for
LEP students.
Lastly, the study is intended to identify the on-the-job skills, knowledge, and experiences
these school principals needed to develop in order to satisfy the educational needs of the
LEP student popu&tion.
You have been selected for this research due to the laree concentration of LEP students
and the existence of an ESL/Bilingual program in your school. Your participation in the
study will provide me with very important information relevant to this research study.
~

~

Participation in the study is entirely voluntary and confidential. All participants reserve
the right to withdraw from the study at any time, without penalty of any type. The
principals who partake in the study will be interviewed four times for approximately one
hour each interview session. All interviews will be recorded and later on transcribed to
ensure accuracy when recalling information.
In order to maintain confidentiality, your name and your school's name will not appear in
any publication of the results. All informants' names and workplaces will receive pseudo
names. When the final analyses are completed and no follow-up is planned, all tapes and
transcriptions will be destroyed. Meanwhile, they will be kept in a safe place under lock
at the researcher's home.
All data that is kept electronically will also be protected to avoid confidentiality loss. The
data will be stored in a computer with no internet connectivity, and access to the data will
require a personal identification code, only the researcher will have access to. Any
electronic back ups of the data will be safely kept under lock, as well.
You will be contacted by telephone in approximately one week to confirm your
participation, and to schedule potential interview dates.
If you happen to need further information on this matter please do not hesitate to contact
me at any time. I can be reached at the phone number and the email address above.
Thanks for your time and consideration, and I look forward to your participation in this
research study.
Sincerely,

Damian Oscar Medina
College of Education and Human Services,
Seton Hall University.
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t k v i o c 9 , Seton Han Uniyefsity, South Orange,N107079.Phone #: 973-761-%17.
F d a d h : &inad@shu.edu,
working under the tneororship of Dr. Juan
CobaMbii. D i of Bilinrmal and Bicultural F d d o n . &Ilea. of Edllcation and
3. Pnrpossofthcfteseurh
T k purpose ofthis study i s to find out how school principals handle situationsaod hues
relami to the educati00 of limited FhgM @cient (LEP) ybdatts.
Thesbdyisalsoexpstedtoidentifytbeskills,Imowlcdge,andorpedemffBchool
pimipalsleoeived during the'i l e a d d p and & i n training prognuns, aod the
extent to which these learning experiences served them to emwe pwitjve outmmcs for
LeP studentr. M y , the.
M udy to i t 0 the on-thejob stilk, knowledge,
andexperienoestheseschoalprimdpalsneededtodevelopiamdertosatisfythe
&iucatiod needs of the LEP sludau population.

&ling inMrmation. All tapes will be baoscribed exclusively by the Rsearchcr hiaself.
NootherpcrsoawiDttsvesccesstotheQdio-tapesiaan~attoguanmta~~'
oonfidentialily at all timer.
Participation in the etudy is entirely voluntav and panicipantsreserve the right to
withdrawfrmnthc~yataIi~witbout~or~ofanytype.

6. Statement sfAnonymity
Metviews will not be wonoonsideringtbat all interviewing sessions will be face
tofaoe.Ho~,thc~mwillbacwrlucted~thesbictestgniddimsto
protect the identity ofthe panicipmts, and thc ormWmtiainature if rhe mearch data
P s e d n m m will be used at all times to refa to rhe difjCeent palieipauts.
seton HellUnhrersiZy

lnstlhRlM81 Review Bead
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7. Protection ofC.nMlati.ltCS
Participant$' names and worksites will be kej&mnfidwriat at all time. Identifiable
charaderistim of the partioipantswill mt be mentioned to senmethe idaaity of anyone
involved inthe research study.
8. Smuity ofi3mbjeet.s dah
All taps, traosoriptions, and any othe~waterid pamining to thisreserach study will be
kept in a safe place under lock. An audio-tapeswill be destroyed aRer three years the
research project is completed.All data that is kept electronically will also be protected to
a~idmnfi.dantisli~loss.ThedadawillbestMedinaoomnderwithm,~
cctmctivity, and
to the data will rcqub a personal~dentificaticmcode,only the
nsearciKz will have acoess to. Any elecrronic back ups of the data w i l l be safely kept

11. Contact 1-0
Pn&ipaa*4 may omdact:
1) Researcber.~OscafMediu%,DoctorslShldem,CoUegeof
Education and Human Scruiccs,Seton Hall Univenity, South Omgc, NJ
07079. Phone #: 973-761-9617. Email addres9:
2) Mcma:Dr.Juan C o b b i a s , Dim401 ofBlligual and Bicultural
Education,College of Education and Human Services, Seton Hall
Univasity,South Omge, NJ 07079. Phrmc #: 973-761-9617. Email
nddres;: cobanidshu.edq
3) Institutional Ravicw Board C h a i m n : the eoaLpeMn orthc IRB at
SHU can be reached at 973-3134314 for qwstions related to the research

~nrti~&W6
may request to review any portion ofthe tapes. Participants are
advised that upon cornpietion ofthe study all tap" will be destroyed, and & transcribed

&om

13. Copy of the Iaiormed Consent Form
All perticipanh will receive a copy ofthe signed and dated Informed Consent Form
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lnsWulkwralReviw BDard
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Appendix C
Domain Analysis Sample Worksheets

Domain Analysis Worksheets

1. Semantic Relationship: Strict Inclusion
2. Form: X (is a kind ofl Y
3. Example: Translators is a kind of accommodations provided to Hispanic parents and
Included Terms
rranslators during parent conferences
Translators during PTO meetings
Translators during board meetinm
Spanish speak in^ administrators

Cover Term

Semantic Relationship

IS A KIND OF
Accommodations
provided to
Hispanic parents
and students

ESL Proerarn
Parent education worksho~s
Education support svstems

Structural Questions: What kind of accommodations does the school provide to Hispanic
parents and students?

Included Terms
ESL
English Lanruage Learners (ELL)
Limited English Proficient (LEP)
Bilingual
Monolingual
Port of Entrv (POE)
Language Minority
Spanish speaking
Mexican
Latino
Hispanic
Disadvantaged
At-risk

Cover Term

Semantic Relationship

IS A KIND OF

Structural Questions: What kind of students attend vour school?

El
Students

b

Domain Analysis Worksheets
Included Terms

Cover Term

Semantic Relationship

ESL
Bilinrmal
Bilingual transitional
Dual Language
Late exit transitional
In-class sumort
Co-teaching
Sheltered instruction
Only English
Mainstream
Sink or swim
Culturally resoonsive

School Programs

vi

Structural Questions: What kind of prosams does the school have?

( Included Terms

I

School Law
Cornmunitv Relations
Curriculum Design
Finance
Supervision
Policy

]

Semantic Relationship

ISAKINDOF

Cover Term

.

Classes that
took during

their training

Structural Questions: What kind of classes did you take during your training pro~ram?
Included Terms

Semantic Relationship

Bilingual Education
Second Langua~e
. Acquisition
Data Analvsis

Cover Term

-

Diversitv
Cultural Awareness
Personnel Issues
Discipline
Teacher Motivation
s u p e ~ i s i o nof Specialized Programs
-

IS A KIND OF

1

.

Classes that
Principal
would
benefit from

Structural Questions: What kind of classes should trainiw p r o m s offer?
L

Domain Analysis Worksheets
Included Terms
NJ ASK 3
NJ ASK 4
Terranova
HESPA
GEPA
ACCESS
SUPERA

Semantic Relationship

1

ISAKINDOF

Cover Term

Standardized Tests

Structural Questions: What kind of standardized test do students take in vour school?

I

Included Terms
After school vroeram
Morning school proeram
Saturday o r o m
Enrichment program
Parent-Student Saturday program
ESL Adult classes
Literacv Night
Tutoring
ESL in-class support

Semantic Relationship

Cover Term

Support
System for

IS A KIND OF

r

b

Bilingual
Students

Structural Questions: What kind of su~portsvstems do you have in place for ESLI
bilingual students?

Included Terms

Semantic Relationship

Spanish Heritage Month
Cinco de Mavo
Multicultural Week
International Night
Christmas
Black History Month

/

Structural Questions: What lund of celebrations take place in vour school?

Cover Term

Celebrations

Domain Analysis Worksheets
Semantic Relationship: Rationale
Form: X (is a reason of) Y
Example: Using ineffective pedagogy is a reason of low academic achievement
[ncluded Terms

Semantic Relationship

Language barrier
Limited English proficiencv
Lack of time
Different values
Intimidation
Negative former experiences
Lack of transportation
Limited literacy in first lan~uage
Immigration status

IS A REASON OF

Cover Term

Lack of parental
involvement

Structural Questions: What do vou think Prevents Hispanic parents from getting actively
involved in your school?
-

Included Terms
Lack of time
Lack of interest
Busy schedule
Unawareness
Delegation
Less work

Semantic Relationship

IS A REASON OF

J

Cover Term

failure to
learn about
ESL/Bilingu
al Education

Structural Questions: What the reason for which principals fail to learn more about
ESLhilinrmal education?

346
Domain Analysis Worksheets

1. Semantic Relationship: Means-End
2. Form: X (is a wav to do) Y
3. Example: Providing longer internships is a wav to better prepare aspiring principlas

ncluded Terms

Cover Term

Semantic Relationship

'arent meetings
School assemblies
iteracy Nights
School celebrations
l ~ e House
n
'arent conferences
3ack to School Nieht
School events
Sport events
Jonor roll assemblies
'TO meetings
nviting parents to Board Meetings
nviting parents to SIT meetings
Volunteering at school

IS A WAY TO

Structural Questions: What are some wavs to involve parents in school matters?

[ncluded Terms
Parent meetings
Flyers
Emails
Notices sent home
Monthly calendars
Vice mail messages
Weekly newsletters
Monthly newsletters
Bulleting boards
F o d letters
Home visits
Newspaper articles
District's website

Cover Term

Semantic Relationship

.
IS A WAY TO

Keep parents
informed
b

Structural Questions: How do you keep Darents informed of what takes dace at school?

Domain Analysis Worksheets

1. Semantic Relationship: Attribution
2. Form: X is an attribute (characteristic) of Y
3. Example: What are the character traits of effective leaders?
Cover Term

Semantic Relationship

Included Terms
Welcome parents
Celebmte diversitv
Advocate for ESLhilingual students
Embrace language differences
Embrace cultural differences
Know what works best for ESL students
Learn about the students thev serve
Support bilinwal education
Make the education of ELLS a priori
Promote lStl a n w g e literac
Are fair. consistent. and stron
Have hi& expectations for all students
Hold teachers accountable
Promote parental involvement
Secure resources for ESL students
Engage on on-going professional develp.

IS AN ATTRIBUTE OF
>

b

leaders of
ESLlbilingua
l students

I Structural Questions: What are some attributes of effective leaders for ESLhilineual
( students?

Included Terms
Smart
Great potential
Disadvantaged
At risk
Undocumented
U.S. citizens
Willing to learn
Respectful
Ouiet and shv
Polite
Eniov school
Help each other

1I

Semantic Relationship

Cover Term

IS AN ATTRIBUTE OF

Students

( Structural Questions: What are some characteristicsof ESLhilingual students?

Appendix D
Taxonomic Analysis Sample Worksheets

Taxonomic Analysis Worksheets
,nomy: Types of AC ommodations
During meetings
Translations
Notices sent home
Transitional Program
Bilingual Program
Dual Language Program

7

2nd language development
Bilingualism
Biculturalism
Bi-literacy

Pull out
In-class Support
ESL Program

ESL teacher
Teacher's Aid

Co-teaching
After school Program

Homework Club
Math and LA. Tutoring
ESL Support

Morning Program
Support system

Enrichment Program

Art
Music
1 Dance

Taxonomic Analysis Worksheets
Taxonomy of Informants' Schools

Taxonomy: Schools' Stu

Appendix E
Componential Analysis Sample Worksheets

Componential Analysis Worksheets
Componential Analysis: Informants' Ethnicity, Language, and Teaching Experience
Dimensions of Contrast
Hispanic

Bilingual Monolingual ESL Training

Componential Analysis: Kin

Componential Analysis: Kinds of Schools

Experience Teaching
ESLBilinrmal Students

Appendix F
Sample ACCESS Test Scores

ACCESS for ELLsm~nglish Language Proficiency ~ e s t

-

ParentIGuardian Report Spring2006

~ m P r n phis~report
~ 1g+es infwmationabout your drld's lsvel of social and academir. Engkh language
mficjmv. Social languape is used ta comwnicate for everyday puporas. Academic language is used to
kmw&te
the con& of iarguage arts. mathsmatiu, science, and social s t u d i i

